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ABSTRACT 
 Researchers have investigated music education majors’ process of socialization to 
a teacher identity and found evidence of bias against the music education career path 
regarding perceptions of performance ability. Researchers have also identified that those 
on musical career paths share influential experiences and influences during adolescence 
in common, mostly related to performance. The purpose of this study was to examine, 
thorough the lens of social identity theory (SIT), whether these biases were formed 
during adolescence.  
 The participants for this study were 821 high school musicians of varying 
experience and backgrounds. Participants reported significantly stronger levels of self-
categorization (V = 0.256, F [5, 816] = 56.11, p = < .0001, η2 = .256) and differentiation 
(V = 0.459, F [5, 816] = 138.35, p = < .0001, η2 = .459) in favor of the music 
performance career path. In contrast, participants allocated resources significantly (V = 
0.021, F [1, 821] = 17.39, p = < .0001, η2 = .021) in favor of the music education career 
path. Multiple regression of self-categorization, differentiation, and resource allocation 
scores found significant predictors among each of the demographic characteristics. 
 
 vi 
Scores of 12th grade participants were significantly more in alignment with the music 
performance career path when compared to 9th grade participants, as was an increase in 
median family income percentile. Those who identified as soloists self-categorized and 
differentiated significantly in favor of the music performance career path compared with 
those who identified a choir as their main performance ensemble. The intention to major 
in music was also found to be a significant predictor of self-categorization and resource 
allocation in favor of the music performance career path when compared to those who 
were unsure or did not intend to major in music. 
 Findings from this study demonstrate that the biases found among undergraduate 
musicians are present among adolescent musicians, along with other aspects of social 
identity development. Strategies to combat these biases are discussed, as well as the 
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George Bernard Shaw (1912) famously wrote “he who can, does. He who cannot, 
teaches” (p. 230). Researchers who have conducted investigations of undergraduate 
music programs have found evidence of Shaw’s maxim in the experience and treatment 
of music education students. In an ethnographical exploration of schools of music in the 
United States, Nettl (1995) quoted Shaw’s maxim while highlighting the central role of 
performers in such schools. According to Nettl, “those who–broadly speaking–teach 
without performing, ordinarily faculty and students of music education, musicology, and 
music theory” (p. 56) were relegated to a less important status than performers in the 
hierarchy of a typical music school. Scheib (2006) found that the essence of this quote is 
explicitly and implicitly communicated to young artists by their fellow students, teachers, 
and parents. Scheib pointed out that the “constant affirmation throughout their youth that 
skill, ability, knowledge, or performance in their art is of higher status” (p. 7) than 
attributes and abilities associated with teaching privileges a performance identity and 
creates an obstacle to the formation of a teacher identity. Freer and Bennett (2012) 
similarly found that the prevalence of performance during these adolescent years may 
contribute to music education majors identifying primarily as a performer before 
developing a teacher identity. Aspects of this maxim seem to be ingrained in the 
experience and beliefs of musicians. 
Performance is only one of the many career paths musicians can pursue through 






12 schools are performance-based (Haning, 2016). Specifically, as students move 
towards adolescence, large performance ensembles increasingly dominate the available 
offerings (Mark & Geary, 2007). Researchers have found that undergraduate students 
majoring in both music education and music performance consider performances, 
ensembles, conductors, and private instructors most influential on their choice of major 
(Parkes & Jones, 2011; Jones & Parkes, 2010). Similarly, Rickels et al. (2019) found that 
high school students interested in the music education or music performance career path 
were influenced in their choice by the same factors: performances, ensembles, 
conductors, and private instructors.  
Although students reported similar influences on their choice of career paths in 
music before and during undergraduate study, researchers have also indicated the 
presence of biases that paint music education in a negative light among undergraduate 
musicians. Woodford (2002) examined research on the socialization of undergraduate 
music education students and found that “for music education majors, social status is 
afforded them on the basis of perceived level of musicianship” (p. 682). According to 
Conway et al. (2010), some music education majors perceived that they were excluded 
from the rest of the school of music. Additionally, Conway et al. found that some 
students felt that being a music education major “carried a negative stigma” (p. 269), 
regardless of musical performance ability. Gavin (2012) interviewed students to 
understand their decision to withdraw from the music education major, and found that 
private lessons with graduate students, along with diminishing self-confidence in their 






participants in the study changed their major to music performance and music therapy, 
others left their schools of music for completely different fields of study. These negative 
experiences of undergraduate music education students should be a concern for all those 
involved in music teacher education. 
The majority of research into the socialization of music teachers divides the 
socialization process into primary and secondary socialization with entrance into an 
undergraduate program as the point of inflection. This inflection point is typified by “the 
acquisition of specialized institutional knowledge, such as what occurs when music 
students commence university studies” (Woodford, 2002, p. 676); however, as Draves 
(2012) indicated, most of the research into the primary socialization of music teachers 
involves college students who are in the secondary socialization phase being asked to 
recall their experiences before college. To research adolescent’s early socialization into 
the music teaching profession without delayed recollection, Draves (2012) focused on 
participants enrolled in a high school honor chorus sponsored by a university. Through a 
variety of qualitative means, Draves found that participants created an image of 
themselves as teachers as a result of their teaching and leadership opportunities. Still, all 
but one of the four participants were committing to the career path of music education 
after a long history of performance opportunities both in and outside of their school.  
In another study that directly assessed the high school musicians’ musical 
aspirations, views and attitudes toward the music education profession, and intentions to 
study music at the undergraduate level, Henry (2015) distributed a survey to students who 






Association conference in 2007. Although 77% of survey respondents indicated that they 
had considered music education as a career option, only 18% specifically listed music 
education as a likely choice for their college major. Henry based the methodology used in 
this study on research presented by Royer (2005), who surveyed members of all-state 
ensembles in Wyoming, South Dakota, North Dakota, Montana, and Minnesota for their 
views on different musical careers. Royer found that although 33% of the respondents 
indicated a desire to study music, only 9.4% specifically indicated a desire to pursue a 
major in music education. High school participants at two different summer camps were 
studied by Rickels et al. (2019) to explore influences on their choices to major in music 
education. Participants in this study indicated that the decision to pursue any career path 
involves many dimensions. Regarding this sample, the authors reported that 14.6% of 
respondents intended to pursue music education, compared to 27.4% intending to pursue 
some other musical field and 58% who intended to pursue a career path outside of music. 
A music education recruitment program described by Austin and Miksza (2012) offered 
music teaching and leadership opportunities to high school student musicians. The 
authors measured the impact of this experience on the high school students’ motivation to 
teach, teacher identity, intention to teach, and more, and found that Involvement in their 
recruitment program led to higher social motivation to teach, an increased teaching 
identity, and stronger belief in the participants’ ability to manage a classroom. 
Researchers have also found evidence of bias against the music education career 
path while studying music teacher socialization during undergraduate study. In a study of 






ensemble conductors, Lesniak (2005) found that 30% believed music education majors to 
be “sub-par instrumentalists” (p. 58). Lesniak also reported that 50% of respondents 
believed that music education had a negative stigma. Roberts (1991) explored the identity 
development of Canadian music education students, and found that the performer role 
was not only central to their identity, but that the respondent’s ranking as performers 
among their peers was the largest contributor to their reputation within the school of 
music.  
Regardless of setting, one factor links all of these studies; a focus on the 
development of the individual identity of a musician. Although the sole purpose of K-12 
music education is not to produce future music educators or future music performers of 
equally professional stature, any creation of bias against either career path in music is a 
noteworthy and concerning outcome of that focus on performance-centric musicianship. 
Unfortunately, recent studies of teacher enrollment and attrition rates indicate that a 
teacher shortage that will dramatically impact the quality of education available to 
students (García & Weiss, 2019; Aragon, 2016; Sutcher et al., 2016), and Hancock 
(2008) found in an examination of data sets from the National Center for Education 
Statistics that there was a significant correlation between the attrition rates of music 
teachers and non-music teachers. These rates, along with the declining number of 
students enrolling in college education preparation programs across the United States 
(Partelow, 2019) point to the importance of recruiting excellent musicians to the field of 
music education, described as essential to “the vitality of the profession” by the National 






As seen in the research above, the impact of a bias in favor of performance may 
have an impact on the experience of those in the music education career path and those 
considering entering the music education career path. To examine this phenomenon, I 
have chosen to focus on aspects of social identity in adolescent musicians through the 
theoretical lens of social identity theory. As this has not been widely utilized in music 
education research, I will now provide a background on the history of the theory and its 
founders, as well as some of the practical applications utilized in this study. 
Social Identity Theory 
Social identity theory (SIT) was designed by Henri Tajfel in an attempt to explain 
conflict between groups of people and the impact group membership has on the behavior 
of an individual. SIT is rooted in a constructionist epistemology and “people’s active 
attempts to make sense of and to change their social environments” (Brown, 2000, p. 
767). Although Tajfel’s initial experiments did not have a singular focus, their unification 
under SIT makes sense in light of events in his early life. Like many European 
psychologists after World War II, Tajfel attempted to understand the extreme prejudice 
and discrimination that led to the Holocaust and other atrocities of that war. In 1939, 
Tajfel was studying in Paris when France declared war on Germany. Tajfel joined the 
French army, and was captured by the Germans. Fortunately, he was not identified as 
Jewish by the Germans, and was interred at a prisoner of war camp with his fellow 
French soldiers instead of being sent to a concentration camp. Tragically, the rest of his 






The initial research conducted by Tajfel covered a wide range of topics related to 
social psychology. With time, these topics coalesced together into SIT in order to form an 
alternative to realistic conflict theory. In realistic conflict theory, Muzafer Sherif “argued 
that when two groups have a mutually exclusive goal that only one group can accomplish 
at the expense of the other group (e.g., world domination) then the groups compete, 
typically very fiercely” (Hogg, 2016, p. 5). The development of realistic conflict theory is 
best exemplified by the Robbers Cave experiment, which was described in detail by 
Sherif et al. (1961). This study involved 24 twelve-year old boys who were brought to a 
camp in two separate groups, each unaware of the other group. After an initial period of 
time where the subjects were allowed to create friendships naturally within their groups, a 
series of competitive events took place between the groups, with rewards given only to 
the winners. The competitive activities continued until the intergroup conflict moved 
beyond verbal abuse and the groups had to be physically separated by the researchers to 
avoid a physical altercation. Although this study produced intragroup harmony and 
intergroup conflict, Tajfel (1986) questioned the applicability of the experiment to the 
real world, given that Sherif did not allow participants to move from one group to 
another. Furthermore, Tajfel pointed out that the theory that emerged from Sherif’s 
studies did not adequately address the process, motivation, or impact of a person’s initial 
identification with a particular group, because the groups had been artificially constructed 
by the researchers. 
In order to illustrate concerns about realistic conflict theory, Tajfel pioneered 






experiments, Tajfel (1981) formed groups “on the basis of criteria which are assumed to 
be quite unimportant” (p. 233) to the group members, and observed these groups in low-
stakes interactions as well as the competitive conflicts used by Sherif. Along with his 
colleague, John Turner, Tajfel measured the allocation of resources made by group 
members and found that “in-group bias is a remarkably omnipresent feature of intergroup 
relations” (Tajfel & Turner, 1979, p. 38) and not only in the extreme cases such as the 
Robbers Cave experiment. In these experiments, only the awareness of another group was 
required for a group to create competition and bias against that out-group. According to 
Tajfel and Turner, “intergroup categorization leads to an in-group favoritism and 
discrimination against the out-group” (p. 39) in order to “maintain and achieve 
superiority over an out-group” (p. 41) and therefore contribute to an elevation of every 
group member’s social self-image. This line of investigation provided the empirical 
support for Tajfel’s rejection of Sherif’s realistic conflict theory in favor of SIT.  
Tajfel believed that SIT could be used to predict how social group membership 
leads to bias. In one specific example of the predictive nature of SIT, Tajfel and Turner 
detailed research that led to the theoretical tenet which states “that similar groups 
differentiated more than dissimilar groups” (p. 42). Tajfel and Turner constructed all of 
their arguments for SIT with similar clarity and logic, which may explain why Abrams 
and Hogg (2004) referred to it as “perhaps the dominant framework in social psychology 
for studying group processes and intergroup relations” (p. 105). Tajfel and Turner, along 
with their students and colleagues who developed SIT were collectively referred to as the 






University of Bristol in the United Kingdom.  
Aspects of Social Identity and Group Membership 
 According to Tajfel and Turner (1979), social identity consists of an individual’s 
view of themself as influenced by the societal groups with whom they identify. In the 
context of SIT, a group need only consist of more than two people who see themselves as 
members of the same social categories. It is important to note that membership in a group 
“need not depend upon the frequency of intermember interaction, systems of role 
relationships, or interdependent goals” (p. 40). The all-embracing nature of this definition 
indicates the broad influence Tajfel and Turner believed social groups have on people. 
According to Tajfel and Turner, even the contrived membership in one particular group 
with minimal risk supports the creation of bias, due to a strong connection between social 
identity membership and individual self-esteem. SIT connects the bias that exists between 
groups to interpersonal behaviors like discrimination and favoritism. Tajfel and Turner 
referred to the creation of these biases as differentiation, a process to improve the social 
standing of an in-group at the expense of an out-group.  
SIT contains several powerful hypotheses that address the role of differentiation 
in creating distance between the social status of an in-group and relevant out-groups. 
Tajfel and Turner (1979) found that “the mere awareness of the presence of an out-group 
is sufficient to provoke intergroup competitive or discriminatory responses on the part of 
the in-group” (p. 38). The drive behind differentiation is so strong that group members 
would choose to sacrifice their group’s gain to create the maximum difference between 






social identities and the biases that come with them.  
Another aspect of SIT is the concept of mobility among those who find 
themselves in a group that does not contribute to a positive social identity, due to the 
inability to make favorable comparisons with other groups. According to Tajfel and 
Turner (1979), individuals who find themselves in a group with lower status will either 
attempt to move themselves into a higher status group, change the nature of the 
comparison between groups or the actual groups used for comparison, redefine the sense 
of worth assigned to attributes seen as negative, or engage in direct competition with the 
other group. The lack of mobility between groups was an essential issue that Tajfel had 
with the Robber Cave experiment by Sherif. In establishing SIT, Tajfel and Turner 
indicated that movement between groups was always possible, though the transition into 
a new group sometimes requires some measure of conflict. 
The foundational tenets of SIT proposed by Tajfel and Turner form an 
overarching framework that defines the concept of a group, explains the role of social 
identity in the creation and interactions of social groups, and describes the differentiation 
that creates biases and stereotypes (Hogg, 2016). SIT continues to be an influential theory 
in social psychology and has a lineage of researchers who champion the work of Tajfel. 
These researchers have added to Tajfel’s theory by exploring specific areas of social 
identity in further detail. One of the areas that has received notable attention by these 







Self-Categorization Theory as a Continuation of SIT  
Research by Turner et al. (1987) made significant contributions that led to the 
establishment of self-categorization theory. Not surprisingly, given Turner’s pivotal role 
in the development of SIT and his prominent membership in the Bristol School, self-
categorization theory functions as an additive outgrowth of SIT. According to Turner and 
Reynolds (2011),  
[Social identity theory] was concerned with explaining why subjects 
discriminated in the minimal group paradigm. [Self-categorization theory] 
addressed a different question: Why did subjects identify with the minimal groups 
at all and act in ways that reflected that these group identities mattered to them? 
(p. 401) 
SIT and self-categorization theory are widely used together in social psychology 
research. 
Due to the connection between these two theories, a variety of terminology is 
sometimes used in an attempt to unify the theories. Some researchers refer to the 
combination of SIT and self-categorization theory as a “Social Identity Approach” 
(Abrams & Hogg, 1990; Reicher et al., 2010) or a “Social Identity Perspective” (Turner 
& Reynolds, 2001; Hogg, et al., 2004). For the purposes of this study, I will use SIT as an 
identifier that is inclusive of both social identity theory (Tajfel and Turner, 1979) and 
self-categorization theory (Turner et al., 1987). In order to understand the combination of 
SIT and self-categorization theory, it is helpful to explore aspects of the social 






Aspects of Self-Categorization  
 With self-categorization theory, Turner detailed how a person creates a social 
identity through group membership (Turner & Reynolds, 2011). This is an aspect of 
social identity not fully explored by Tajfel, who was most interested in the creation of 
bias between groups. The notion that group membership can be significant enough to 
influence behavior is central to Self-categorization Theory. Rather than asserting that 
group membership exists in a binary state of member or outsider, Oakes and Turner 
(1986) found that “variations in the salience of social categorizations can have marked 
effects on attitudes and behavior” (p. 326). One important point of self-categorization 
theory is that a person’s social identity will have multiple components. A person may 
think of themselves as members of many groups, defined by common aspects of identity 
such as gender, hair color, religious affiliation, political party, occupation, and more 
(Abrams & Hogg, 2010).  
According to self-categorization theory, the degree of identification and 
membership in any one of these groups is known as salience. Salience has been further 
defined as a combination of what social psychologists refer to as accessibility and fit 
(Oakes & Turner, 1986; Blanz, 1999; Haslam et al., 1999). Accessibility is the extent to 
which a social category is prominent in an individual’s life, and fit refers to the extent 
that an individual observes similarities between their behavior and the behavior of group 
members (Abrams & Hogg, 2010). In a study of intergroup relationships, Blanz (1999) 
found that there was a strong correlation between the extent of salience and the strength 






significantly to the understanding of social identity as a complex web of differing degrees 
of salience, stereotypes that contain the characteristics of an in-group, biases towards an 
out-group, and other intergroup relations.  
The Influence of SIT  
SIT continued to evolve after its inception. Hornsey (2008) pointed to the 
growing number of fields outside of social psychology that have become significant areas 
for research utilizing SIT, including organizational psychology, justice, communication, 
and political psychology. Since that article was published, even more fields have begun 
to utilize SIT, including studies of media effects (Trepte & Loy, 2017), health (Sheepers 
& Ellemers, 2019), and in one example, a study of the social identity implications of 
aging citizens who are no longer able to drive (Pachana et al., 2017). It seems that 
Abrams and Hogg (1990) accurately predicted that one of the values of SIT would be “its 
capacity to set challenging and intriguing research questions and to sponsor lively 
research” (p. 9) across a wide variety of areas. Despite this growth, there have been 
relatively few studies investigating education or music education through the lens of SIT. 
Although SIT does not explicitly include an order of events, there is an 
organizational flow between elements of this theory that can be logically assumed based 
on the literature. As shown in Figure 1, an individual perceives various groups 
(categorization), then decides the group with whom they identify the most (self-
categorization), which creates a distinction between themself as a member of an in-group 
and others as members of an out-group. Finally, the individual and their group creates 






(differentiation) in order to elevate their own status along with their group’s status. 
According to Tajfel and Turner (1979), this process of differentiation continues with the 
growth of stereotypical beliefs about both the in-group and out-group that results in 
further separation between the groups and, in some cases, leads to a permissive attitude 
towards discriminatory behavior. 
 
Figure 1 
Foundation of Social Identity 
 
 
Purpose and Research Questions 
The negative stigma associated with the career path of music education 
documented in research (Woodford, 2002; Conway et al., 2010; Gavin, 2012) may not be 
a result of a school’s environment or culture, as suggested by some researchers (Nettl, 
1995; Scheib, 2006). According to SIT, it may be the result of self-categorization, the 






addition to negatively impacting the experience of members of the music education 
career path, bias may also be negatively impacting the perception of this career path 
among adolescent musicians. Understanding this phenomenon may lead to a deeper 
understanding of one impact of the centrality of performance in K–12 music education. 
The purpose of this study is to explore the presence of social identities among adolescent 
musicians related to the career paths of music performance and music education, and 
whether self-categorization, biases, and differentiation regarding these career paths are a 
feature of these social identities. To investigate this, I was led by the following questions: 
1. Do participant responses regarding self-categorization, differentiation, and 
resource allocation related to the music education career path significantly 
differ from those of the music performance career path? 
2. What are the relationships among self-categorization, differentiation, resource 
allocation pertaining to the music education and music performance career 
paths, and the personal characteristics of adolescent musicians?  
Chapter Conclusion 
Social identity theory provides a lens through which to view the development of 
social identities associated with the career paths of music education and music 
performance among adolescent musicians. Self-categorization leads to differentiation, an 
aspect of social identity that utilizes bias in order to distance a group from their 
comparable out-group. Evidence of this bias and its impact has been found among 
preservice music educators, but in this study I hope to assess whether or not aspects of 






are engaged in a performance-oriented education. What follows is a review of literature 









Review of Literature 
 The purpose of this study is to explore the presence of social identities related to 
the career paths of music performance and music education among adolescent musicians, 
and whether biases regarding these career paths are a feature of these social identities. In 
this chapter, I begin with an examination of music teacher socialization research that 
explores two of the central themes of this dissertation: the prominence of performance 
during adolescence and the similarity of musical experiences between those who enter 
music education and music performance career paths. Following a brief overview of the 
main tenets of SIT, I present literature pertaining to the divide between undergraduate 
students pursuing the career paths of music performance and music education from the 
perspectives of school culture, administrative practices, and the experiences of students. 
Finally, I examine research studies situated at the intersection of SIT and music.  
Performance Experiences of Adolescent Musicians 
 It is generally accepted that as students matriculate from elementary to 
middle/junior and high school, curricular offerings become increasingly performance-
oriented. In the United States, these curricular offerings are highly influenced by a sense 
of competition that drives educators to devote a large portion of instructional time on a 
small amount of music, carefully chosen from repertoire lists, and featuring only the most 
accomplished students (Radocy, 2003). “Some music ‘educators’ may value the 
accolades received from public performance more than the musical knowledge and 






Reimer (2012) stated that “at the secondary level, we have put practically all our eggs in 
the basket of performing music in large ensembles” (p. 25). What follows is an overview 
of literature that explores what Haning (2016) referred to as “the centrality of 
performance” (p. 121) in the musical education of adolescent musicians.  
From the Teacher’s Perspective  
In order to understand the impact of performance on K-12 music education, 
Haning (2016) interviewed, observed, and collected artifacts from nine music teachers. 
According to Haning, “performance plays a central and foundational role in the structure 
and function of the observed music programs” (p. 80). This focus on performance was 
driven by the expectations of the participant’s school administrators, colleagues, parents, 
and students. A belief that students were “highly motivated by performance, and that 
performance served as a major tool for recruitment and retention in school music 
programs” (p. 88) also encouraged a focus on performance. Haning stated that these 
conclusions were “likely unsurprising to anyone who has been involved with school 
music programs; in many cases, the centrality of performance to music education seems 
to be accepted as a given” (pp. 96-97). This assertion is similar to that made by Austin 
(1998), who concluded a review of research on the implementation of national standards 
in ensemble classes by stating that “many ensemble instructors may not value long-term 
outcomes associated with comprehensive musicianship, preferring instead to emphasize 
instruction that immediately improves student performance” (p. 30).  
The influence of teachers is not only limited to the nature of the curriculum they 






understand how music educators (N = 436) encourage adolescents to pursue the career 
path of music education. The authors sought information regarding the participant’s 
willingness to encourage future music educators and provide opportunities for them to 
teach. The researchers reported that 52% of respondents encourage students to pursue the 
music education career path, 21% of respondents do not, and 27% indicated that they 
were unsure as to whether or not to encourage students. Although the influences on these 
decisions were varied (and inconsistent between quantitative and qualitative data 
collection methods), Porter et al. indicated that “music teachers might be considering 
performance ability as a strong measure of success for a future music teacher” (p. 8). 
Private lessons were indicated by 83% of respondents as an opportunity being provided 
in order to support interest in the music education career path, and performance skills 
were an influential factor in encouraging a music education career path for 67.6% of 
respondents. 
From the Student’s Perspective  
For adolescent musicians who intend to study music in higher education, the role 
of performance is supreme even before they apply to and are admitted to a university, 
college, or conservatory. In order to understand the primary socialization of future music 
educators, researchers have focused on performance-centric sites including music camps, 
all-state ensembles, and at undergraduate entrance auditions. Rickels et al. (2013) 
surveyed auditioning students (N = 250) at eight universities (four public, three private, 
and one conservatory) who expressed an interest in music education. Across the range of 






orchestra, their highest interest was universally in teaching in that same musical 
experience. Participants expressed the most interest in teaching at the high school level, 
followed by middle school, and finally elementary. All of the students from these three 
areas listed their private teacher as the second most influential individual (their high 
school ensemble director ranked first) on their decision to major in music education. 
Performances in school ensembles and honor ensembles were the two most influential 
experiences reported. Conducting and rehearsing an ensemble, teaching private lessons, 
and leadership positions were also commonly reported by these prospective music 
educators as being influential to their decisions to enter the music education career path.  
 Unlike the previous study that was situated at auditions, Henry (2015) gathered 
survey data from 1,205 members of the Texas Music Education Association All-State 
Band, Choir, Jazz Ensemble, and Orchestra. Although 77% of respondents indicated that 
they considered music education as a major at some point, only 18% indicated an interest 
in majoring in music education. Those who indicated an interest in majoring in music 
education were more likely to have experienced leadership opportunities, such as 
conducting, rehearsing, or private teaching — results that echoed the findings of research 
by Rickels et al. (2013). Seventeen percent of respondents shared that they have never 
considered pursuing music education. Other results of note were aspects of teaching that 
were identified as attractive or unattractive. These responses were collected from all 
participants, not only those intending to major in music education. A desire to “share 
music with others” (p. 48) was the most attractive, and “low pay and/or quality of life” 






 Based in part on the high percentage (70%) of respondents who indicated 
previous participation in summer camps in research by Henry (2015), Rickels et al. 
(2019) chose two summer camps to populate their sample of high school musicians (N = 
157). The authors examined influences on adolescents’ musical career path decisions, and 
discovered that influential experiences were “more multidimensional than accounted for 
in previous studies” (p. 298). Specifically, the influences of a music teacher and teaching 
experiences were found to only predict the likelihood that a respondent would pursue a 
major in music, not specifically music education.  
Although not specifically focused on adolescent musicians, McPherson and 
Hendricks (2010) explored a wide range of students’ (N = 3,037) beliefs about the study 
of music in school, their engagement with music out of school, and their sense of 
competence with regard to music. The authors found that the students placed a much 
higher level of interest in participating in music outside of school than they did in music 
as a curricular subject. One of their conclusions was that “a narrow emphasis on 
competition and performance repertoire may limit the accessibility and appeal of school 
music to some students” (p. 209). 
Retrospective Reflections of the Student Experience 
 In addition to studying the experiences of adolescent musicians directly, 
researchers have also relied on the memories of primary socialization to understand the 
experiences of musicians in adolescence. Madsen and Kelly (2002) asked music 
education majors (N = 90) to recall the factors and timing of their initial interest in 






were coded to identify themes. These themes were also utilized in performing some 
descriptive statistical procedures. Seventy percent of the respondents indicated their first 
interest in teaching music occurred in either middle or high school (ages 11–18). Madsen 
and Kelly also shared that the majority of students had this realization while with fellow 
students and teachers (55%), and in a performance setting (52%) such as a school 
ensemble, camp, or all-state ensemble. The researchers also noted that the decision to 
enter the music education career path was aligned with increased performance and 
leadership opportunities, and that “prospective teachers experience a profound music 
performing experience that motivates them to continue their studies” (p. 328).  
 To identify the strength of influences on the decision to become a music teacher, 
Isbell (2008) used the lens of symbolic interactionism to study the primary and secondary 
socialization of music education majors. Respondents (N = 578) from 30 music education 
programs completed a survey of 128 questions. The three most influential experiences 
reported by respondents were performing at school, in the community, and at music 
festivals. Isbell was most interested in understanding the relationships between the self 
and outside perceptions of ‘teacher’ and ‘musician’ identities. According to Isbell, 
perceptions of themselves and by others as ‘musician’ were closely related, but 
perceptions as ‘teacher’ by themselves and by others were not closely related. There was 
an inverse relationship between other people seeing respondents as a ‘performer’ and 
seeing themselves as ‘teacher,’ and seeing themselves as ‘performer’ and other people 
seeing respondents as ‘teacher.’ Additionally, the role of ‘performer’ loaded as the 






‘musician.’ Although Isbell stated that “their responses indicate that they did not feel 
stigmatized by being labeled teachers” (p. 175), there was a lack of connection found 
between performance identities and teacher identities.  
In another study, Isbell (2015) presented an overview of research on the 
socialization of music teachers, and concluded that many begin their journey as 
performing musicians, an identity that continues to be important throughout the 
undergraduate experience. Additionally, Isbell stated “a culture emphasizing and 
rewarding performance over other skills, including teaching, appears to complicate the 
occupational identity shift to professional educator” (p. 10). Further, Isbell questioned 
whether or not music education students perceive attempts to move them towards a 
‘teacher’ identity as also requiring the sacrifice of their ‘performer identity.’ This 
literature review was concluded by Isbell with an outline the efforts undertaken by the 
Society for Music Teacher Education to assess the role of K-12 music educators in 
connecting “societal music with school music” (p. 11), recognizing that the ensemble-
based instructional mode was not meeting benefiting all students. 
 Social Cognitive Career Theory was chosen by Thorton and Bergee (2008) as a 
framework to view influences on the decision to enter the music education career path. 
Music education majors (N = 242) at 12 institutions participated. As in Rickels et al. 
(2013), Thorton and Bergee (2008) found that elementary level and general music were 
the least desired teaching settings. Although respondents were not asked to share 
experiences that were influential on their decision to major in music, they were asked to 






music education career path. The three most cited suggestions included providing 
teaching opportunities, developing musical skills, and showing satisfaction with their 
career choice. It was noted by the researchers that although teaching opportunities were 
often suggested as a means of encouragement, influential others (i.e., music teachers, 
peers, parents, etc.) were cited by respondents as the most influential experience.  
Unlike previous studies that focused more widely on influences, McClellan 
(2011) sought to understand the role parents play during adolescence in the creation of a 
teacher identity. A survey was completed by undergraduate music education majors (N = 
148) enrolled in three different public universities in North Carolina and Idaho. 
McClellan found that parental involvement in the adolescent musician’s life had a slight 
positive correlation to teacher identity as undergraduate music education majors. Of the 
seven types of parental involvement that were cited as significant at either the .01 or .05 
level, four were associated with performances: listening to practice, providing 
transportation to events, and attending both rehearsals and performances. The remaining 
three factors included conversations about music, conversations about student progress, 
and attending booster meetings. One additional finding that should be noted is that 
parental belief in the student’s musical ability had a positive impact on the growth of the 
teacher identity (r = .475), the second strongest factor experienced by the respondents 
following parental belief in the capacity of the student to complete their degree 
successfully. 
In contrast to McClellan (2011), Pellegrino and Millican (2014) found that parents 






Millican surveyed active string teachers (N = 338) to understand the influences on their 
decision to continue studying their instrument and ultimately enter the music education 
career path. One influence on the decision to become a string teacher was “I believed that 
I could teach music and continue to perform” (p. 107). This item scored higher (M = 3.95, 
SD = 1.14) than a similar item (M = 3.46, SD = 1.48), which was “I chose teaching 
because I loved making music on my primary instrument but did not want to make a 
living as a performer” (p. 107). Both of these items were much higher than one 
additionally relevant item (M = 1.91, SD = 1.23), “I chose teaching because I was afraid I 
could not make a living at performing” (p. 107). Although not directly in conversation 
with other research, these numbers can be superimposed over some streams of teacher 
socialization and identity research that indicate the centrality of performance, the 
expectations of performing as a music education major, and the similarity of those who 
choose the career paths of music performance and music education. It should be noted 
that the results of this survey reflect the recollections of adolescence by participants who 
had been in the teaching profession for a wide range of years, from 6 years or less to 
more than 30 years. The largest group of respondents had taught for 7-15 years and 
accounted for 14.7% of the total respondents. Finally, Pellegrino and Millican concluded 
by noting that “recruiting string players to become string teachers has been a perpetual 
problem” (p. 98), a statement that is in alignment with the dilemma facing music teacher 
educators and the music education field in general with regard to the centrality of 







The centrality of performance during the adolescent years is consistently found in 
research, as is the intertwined nature of the experiences of students who intend to pursue 
the career paths of music performance and music education. Tajfel and Turner (1979) 
indicated that an “outgroup must be perceived as a relevant comparison group. Similarity, 
proximity, and situational salience are among the variables that determine out-group 
comparability, and pressures toward in-group distinctiveness should increase as a 
function of this comparability” (p. 41). It is clear that adolescent musicians who enter into 
career paths of music education and music performance have extremely similar 
backgrounds and are in close proximity to one another. According to SIT, bias emerges in 
order to create distinctiveness between groups. In the next section, I examine the role of 
that bias, and evidence of its existence in research. 
Bias and Career Paths in Music 
 In establishing SIT, Tajfel and Turner (1979) provided three principles as a guide: 
1. Individuals strive to achieve or to maintain positive social identity. 
2. Positive social identity is based to a large extent on favorable comparisons 
that can be made between the in-group and some relevant out-groups: the in-
group must be perceived as positively differentiated or distinct from the 
relevant out-groups. 
3. When social identity is unsatisfactory, individuals will strive either to leave 
their existing group and join some more positively distinct group and/or to 






With these principles, Tajfel and Turner established a framework in which bias is a 
necessary tool that functions for the benefit of the individual’s positive sense of self, both 
in favor of the in-group and against an out-group. This section introduces research that 
documents the biases between the music performance and musical education career path 
and its members, as it appears in the form of a hierarchy in institutions of music, 
administration, and experiences of students. As with the centrality of performance during 
adolescence, the act and study of performance in higher education is valued above all 
else. In higher education, the presence of declared majors and shared allocation of 
resources (i.e., performance opportunity, instructional time, admission, and financial aid) 
only make the intergroup dynamics more visible. 
The Centrality of Performance in the Culture of Music in Higher Education 
 In one of the most significant explorations of the culture of music schools, Nettl 
(1995) described the centrality of performance in a guided tour of an imaginary 
institution from the perspective of, among others, an “ethnomusicologist from Mars,” (p. 
11). Nettl described the collective society of music students and pointed out the different 
levels of respect afforded to students pursuing a “degree of committed performance as 
opposed to the degree of dilettantes or of students preparing for a career in scholarship” 
(pp. 55-56). Nettl further highlighted the discrepancy between the groups of performers 
versus all other music students using quite blunt language: “performance is seen as 
central by music school society; and there are those who perform and those who don’t” 
(p. 56).  






ethnomusicological methods, Kingsbury (1988) studied an actual institution, referred to 
in Musical Talent and Performance: Conservatory Cultural System by the pseudonym 
Eastern Metropolitan Conservatory of Music (EMCM). The centrality of performance in 
this environment was illuminated through the practice of eschewing “the standard 
academic system of faculty ranking (i.e., as professor, associate professor, and assistant 
professor) in order to maximize the artistic and to minimize the academic of the faculty 
members” (p. 40). More pointedly, Kingsbury stated that “Conservatory life is about 
talent. Musical talent is at once the most pervasive phenomenon and he biggest issue in 
conservatory life” (p. 59). Kingsbury goes on to further clarify the central role of studio 
teachers in assessing talent and the prestige afforded to students based on a perception of 
talent while also pointing out several examples of the elusive nature of defining talent. 
Although some of these observations may be explained by the performative nature of the 
particular conservatory, it is worth noting that Kingsbury indicated the presence of a 
Bachelor of Music Education degree at EMCM, but makes no further specific mention of 
those students.  
No pseudonyms were used by Couch (1973) to study of the socialization into 
musical careers at Oberlin Conservatory of Music. Couch employed Organization Theory 
to understand this socialization, focusing specifically on the ratio of qualified candidates 
graduating from conservatory study to the number of jobs available. This study is replete 
with references to the centrality of performance in the culture of the conservatory, 






a student in education, music history, or music theory will eventually teach and/or 
do scholarly work, jobs which are somewhat easier to obtain, yet, while no less 
intrinsically valuable, do not carry the glory for either the school or the musician 
that a performing job holds. (p. 12).  
Couch utilized a survey and interviews (both individual and group) to gather data from 
music students (N = 188) from Oberlin, finding a great deal of agreement among students 
of both career paths that music performance was held in higher esteem than music 
education. Interestingly, Couch also determined that music education students tended to 
underestimate their performance ability relative to their instructor’s assessment and music 
performance students tended to overestimate theirs. Couch ascribed much of this to the 
culture of music schools everywhere, though it is appropriate to note the role of 
administrative practices in the elevation of performance that has been highlighted by 
other researchers.  
Administrative Practices that Reinforce the Centrality of Performance 
 The centrality of performance is not only found in ethnographic studies of music 
schools, but in many different aspects of the administration of post-secondary music 
programs. Cavicchi (2009) pointed to “the bias in favor of performance” (p. 99) in 
marketing materials for music schools in an examination of the disconnect between music 
that is studied in formal institutions and music experienced outside those formal 
institutions. In an evaluation of best practices for music history pedagogy, Davis (2010) 
implored teachers to assume musical talent is universally held by all students regardless 






threat to both their personal and communal identities” (p. 10). Admissions practices have 
also been documented that prioritize performance, regardless of major. Royston and 
Springer (2017) surveyed applied studio faculty (N = 326) to determine, among other 
things, their role in the admissions process for a prospective music education major 
relative to music education faculty. Almost half of those surveyed (N = 158, 49.8%) 
indicated that an interview for music education students was included in the audition 
process; however, when asked “who holds primary responsibility for admissions 
decisions in your music program” (p. 226), only 19.9% (N = 63) indicated that there were 
any non-applied faculty influencing the admission decision.  
Two examples of music education programs were used by Kladder (2017) to 
describe the relationship between the music education faculty and the admissions process. 
The author indicated that in both instances, admission to the music education degree was 
determined solely by the applied faculty. At one university, the studio faculty was solely 
responsible for the admissions decision. According to Kladder, “if prospective students 
were interested in the music education program, they were still accepted on the basis of 
their performance ability, the studio faculty decisions, and the needs of the major 
ensemble directors” (p. 97). In the other university, the music education faculty had an 
opportunity to interview prospective music education students, but it was not a part of the 
overall admissions decision. The music education faculty acknowledged that this limited 
the types of musicianship entering into the music education degree as being less diverse 
and more canonical. 






(2009) pointed to the troubling nature of audition requirements. According to Koza, many 
music education majors are asked to perform at or above the level of those seeking 
entrance as a performance major, because the “university does not have a music 
education track where lower performance standards apply” (p. 146). Due to the higher 
level of performance level required at audition, Koza cited access to private instruction 
and an adherence to the traditional repertoire requirements of a performance degree as 
factors that decrease the opportunities for the enrollment of more diverse candidates in 
the music education program. Furthermore, Koza noted that due to racial disparities in 
affluence, “the current admissions process becomes a racially discriminatory practice” (p. 
147). This idea was reinforced by Madsen and Kelly (2002), who found that music 
education majors were more successful if they had enrolled in private instrument study. 
Additionally, Adams-Johnson (2015) found that although schools may have a range of 
expectations regarding the performance ability of a prospective music student, their 
performance ability was the most important aspect of their application. It is clear that 
performance is privileged throughout the ethos of music schools, as well as in the 
administrative processes that determine who gains membership into them. Performance is 
also central to the experience of musicians after they enter into a degree program and take 
their first steps on a career path of music education or music performance. 
The Centrality of a Performer Identity in Higher Education Music Students 
 Once admitted into a course of study, the centrality of performance continues to 
have a great influence on the lives of music students in a manner that indicates biases and 






explorations of the socialization of music students, Kadushin (1969) explored the self-
concept of Juilliard and Manhattan School of Music (MSM) students (N = 535) as it 
related to professional experience, union membership, competition performance, and 
career intentions, among other influences. Kadushin noted the difference in the range of 
degrees offered between Juilliard (only performance) and MSM (performance, education, 
and theory). Although these two conservatories should not be considered models for all 
undergraduate study in music performance and music education, Kadushin stated that 
“many students do not even attempt to face the stress of becoming a concert or 
performing artist, and many shift to teaching as their major ultimate or permanent career 
in music” (p. 398). The career in teaching that Kadushin referred to may include studio 
instruction in addition to classroom instruction, though it is notable that teaching is 
positioned by Kadushin as a less stressful alternative to performance. Kadushin also 
reported that those of a lower skill level were encouraged to teach, a further indication of 
the centrality of performance in the study of music. 
 To examine the influences and development of teacher identity among music 
education majors Froehlich and L’Roy (1985) utilized survey responses from students (N 
= 119) along with subsequent interviews with 38 respondents. In their responses, 
performer was the highest ranked occupation most often by these music education 
majors, with music educator tied with musician for the second highest regarded 
occupation. The authors noted that as respondents progressed through the program, their 
sense of themselves as performers increased more than their self-image as music 






respondents indicated that good music educators must have. Only communication, 
imagination, and inspiration were ranked higher.  
 Rather than focusing on ensemble instrumentalists and vocalists, Gray (1998) 
studied the roles associated with teaching and performing amongst piano majors, a group 
less often included in many examinations of career paths in music. Gray utilized both 
survey responses and interviews with piano majors (N = 46) at the undergraduate, 
masters, and doctoral level of piano studies at the University of Oklahoma. Through the 
lens of symbolic interactionism, Gray explored these pianists’ views of performance and 
teaching as careers. The undergraduate participants were less interested in the music 
education career path than the music performance career path, and that interest was 
reflected in their desire to have less coursework in pedagogy classes, and increased 
performance opportunities. Gray also noted that all of the respondents indicated that they 
seldom or had never sought out the musical opinion of their pedagogy instructor, 
compared to the 83% who spoke with applied faculty about their musical opinions.  
Woodford (2002) reviewed research surrounding the process by which music 
education majors constructed their identities as teachers, and noted that music education 
majors first see themselves as performers. Additionally, Woodford found that research 
pointed to performance being “the major criterion and determinant of self-worth and 
social status within the university school of music” (p. 682). One example of the 
influence of performance was found by L’Roy (1983), who utilized Symbolic 
Interactionism to examine the development of the teacher identity in music education 






North Texas). L’Roy shared that most of the music education majors indicated that 
performance skills were considered too important in relation to their learning experience 
and growth as future teachers. Additionally, L’Roy found that “students whose first 
preference was performance seemed to be the most anxious about their futures” (p. 154) 
as music educators.  
In another example of the influence of performance, Roberts (1991) found that it 
served as a significant obstacle to the development of a teacher identity for music 
education students (N = 108) at five Canadian universities. One specific university had a 
widely known and shared goal that illustrated what Roberts observed: “make musicians 
first, teachers second” (p. 30). Roberts shared that the majority of students identified 
themselves by their instrument or voice when asked to introduce themselves, rather than 
identifying themselves by their major of music education. Roberts linked this 
phenomenon to the “performance ladder” (p. 35), on which students were ranked by their 
perceived ability, regardless of major.  
Regardless of whether they believed that a career as a performer was possible, 
Parkes and Jones (2012) found that performance proficiency was of great importance to 
music students in all majors. The authors received responses from undergraduate music 
majors (N = 270) enrolled in seven schools of music in order to determine the usefulness 
of the expectancy-value of motivation in predicting a student’s likelihood of pursuing a 
musical career path. Focus on the socialization of teachers has increased since the 
aforementioned research, but the centrality of performance has not diminished.  






other factors in their decision to enter the music education career path, Bergee et al. 
(2001) received responses from randomly selected members (N = 431) of the Collegiate 
MENC. As with a great deal of research on this topic, this report reflects the recollections 
of youth by current undergraduate music education students. Of the respondents, most 
(69.2%) decided to enter the music education career path during high school, and were 
most influenced by performing experiences with their school ensemble, honors 
ensembles, and summer camps. Additionally, only 26.7% of respondents reported that 
teaching opportunities were either regularly or often available to them, almost the same 
number of respondents who indicated that they experienced no teaching opportunities 
(26.9%). As this survey was created in an attempt to understand the landscape in which 
recruitment into the music education career path takes place, there are several 
recommendations included. Among these recommendations, the authors pointed out that 
“we should also not assume that music faculty see school music teaching as a secure and 
viable profession” (p. 12). Although the authors did not present specific data to support 
this statement in the study, that the authors would feel this comment was necessary may 
be indicative of the centrality of performance. 
Three music education students were interviewed and observed at the University 
of Illinois by Aróstegui (2004) with the intention of understanding their experiences, and 
the social relationships within a university music program. The author also pointed to the 
conflict and tension caused by the primacy of performance-based work for the 
participants. In fact, Aróstegui suggested that “this emphasis on performance is likely a 






the core value at music schools” (p. 184). There is not specific evidence presented in 
support of this statement, but after observing students for an extended period of time, it is 
a notable suggestion. Finally, it was interesting to read that in several instances, the 
participants did not allow the author to observe performances, auditions, or private 
lessons. In one particular instance, a participant noted that “I just didn’t want you to see 
me or hear me play really badly and think that I was a really bad player and wonder how 
I got into the school” (p. 167). Aróstegui focused on the perfectionist attitude that this 
suggested, but may have missed the possibility that the student expressed a concern that 
poor performance would invalidate their admission, if not their worth to the institution.  
Case study was also used by Pellegrino (2015) to examine the role that 
performing played in the creation of a teacher identity for music education majors (N = 
4) during their student teaching experience. Each of the students related that they wielded 
their performance ability to establish their authority in the classroom. One subject shared 
that performing for students, parents, and the community at large demonstrated that “she 
knows what she is doing, she can sing, she can be musical, she can teach our students” (p. 
184). This is an interesting angle to view the centrality of performance for music 
education majors. Although the majority of literature reviewed in this chapter situates 
performance as either an expectation of the institution or an expectation of the student 
themselves, Pellegrino shared that performance was viewed as a useful tool to establish 
professionalism within the teacher identity. This may be an example of what Tajfel and 
Turner (1979) referred to as “changing the values assigned to the attributes of the group, 






43). The participants in Pellegrino’s (2015) study changed the centrality of performance 
from a source of tension in their undergraduate experience to one of strength in their in-
service teaching experience.  
A survey was used by Fredrickson et al. (2013) to explore the attitudes of applied 
studio faculty (N = 32) at two American universities. Although one intention of the study 
was to pilot a new version of a survey previously used in research, the authors reported 
an excellent response rate with no incomplete responses. Having deemed the adjustments 
to the instrument successful, the authors also noted several items of interest. According to 
the authors, 88% of the respondents indicated that being a good performer always 
translated into being a good teacher. Unfortunately, the respondents weren’t asked to 
suggest how important they felt being a good performer was to being a good teacher. 
Additionally, Fredrickson et al. indicated that 56% of the responding instructors did not 
change their teaching based upon the major of the student. Accounting for 19% who had 
no opinion, the reader is left to assume that only 25% of these applied teachers adjusted 
their curriculum for a music education major. This attitude is certainly in alignment with 
the consistently reported supreme importance of performance skills in the undergraduate 
music school. 
Many of the themes found in the above research conducted in the United States 
have also been found in research in other countries. Freer and Bennett (2012) surveyed 
music education students (N = 72) at the undergraduate and graduate level in the United 
States and Australia. Participants in the study explored their hoped-for and feared 






the “indicated the need for high-level musicianship skills when studying education and/or 
instrumental and vocal pedagogy” (p. 281). According to Freer and Bennett, this 
indicated that the teacher identity should be located within a larger musician identity, 
rather than vice versa. The authors also suggested that if music education majors are 
assigned to lower-level ensembles and private instructors held in less regard, they may 
experience marginalization within the school of music. 
In England, Purves et al. (2005) reported on the responses of undergraduate 
students (N = 66) in their final year at four different conservatories. When asked about 
their attitudes towards the music education career path, more than half indicated that they 
were enthusiastic about the possibility of teaching at some point in their career, though 
“most still agreed that they valued their performing skills more than their teaching skills” 
(p. 40). One interesting result from the study which may point to the bias that exists 
between the career paths of music education and music performance was found in 
response to the following statement: “my musical colleagues would be surprised if I were 
to apply to train as a music teacher” (p. 40). According to the authors, as many 
respondents strongly agreed as strongly disagreed. Purves et al. pointed to the pressured 
atmosphere of the specialist music college, in which those embarking on a career in 
music teaching rather than performing might be attributed a lower social status” (p. 40).  
The centrality of performance in higher education music institutions, students, and 
structures has been well documented. At times, the references to this centrality are 
remarkably casual, implying a seemingly universal consensus around this notion. 






success in music performance becomes equated with self worth” (p. 40). Although many 
of these studies hint or imply that students in this situation might experience this 
centrality in the form of bias and a corresponding change in self-esteem, there are also 
studies that directly identify and examine the nature of those experiences. 
Experienced Bias by Higher Education Music Students 
 Music teacher socialization is a vital field of research within music education. 
Although the experience of bias is not central to all socialization research, evidence of it 
can be found in several studies. In an exploration of theoretical frameworks and their 
application to music teacher socialization research, Bouij (2004) described the 
importance of performing in the identity formation of music students:  
A good performer possesses what the student culture cherishes as the most 
valuable gift. If the student strives for the performer role-identity but can’t reach 
this position, he has two ways to withdraw with some dignity. First he can 
proclaim that he is an all-round musician, a broad musician, that means that he is 
not so specialized but can play in a couple of styles or can play more than one 
instrument quite well. The other is to declare that you are first and foremost a 
teacher, but a teacher with a good musical ability, and your musical ability is the 
essence of your music teacher competence (pp. 8-9).  
This description of the hierarchal relationship between performance and education is 
based on research conducted by Bouij at the Malmö Academy of Music in Sweden. Bouij 
chose to undertake this theoretical exploration in response to research that investigated a 






Unlike Bouij, who explored the occupational identities of music students in 
Sweden, Austin et al. (2012) received survey responses from undergraduate music 
students (N = 464) of a variety of majors at three different universities in the United 
States. Although results were not always presented in a manner that made comparisons 
between music education and music performance majors obvious, the researchers did 
indicate that there were not “significant musician identity differences that separated 
music education majors from performance majors” (p. 80). According to Austin et al., 
this aligned with other researchers who indicated the role of performer was an important 
initial identity for music education majors.  
Half of respondents considering pursuing performance rather than music 
education in a survey of music education students (N = 96) from three universities in the 
United States conducted by Bergee (1992) .It is interesting to note that despite Bergee’s 
assertion that “there is little evidence here of a pervasive feeling of inferiority owing to 
their choice of major” (p. 110), 65% of respondents reported that morale was uneven 
(compared to 26% who reported that morale was high and 9% who reported that morale 
was low), and 63% of respondents considered changing their major. Although it would be 
imprudent to suggest that these factors were related to the centrality of performance or to 
assume that these statistics might be related without empirical evidence, these themes 
seem to appear pervasively in research regarding the socialization of music education 
students. 
In an article that focused primarily on the experiences of music education majors 






examples of biases between career paths in music. The authors were moved to study the 
lives of future music teachers due to concerns regarding retention of students and 
recruitment of new teachers to the field. They utilized a multiple case study design to 
elicit the observations of undergraduate students (N = 34) regarding the challenges and 
benefits of membership in the music education community at “a large Midwestern 
university with a strong focus on music performance” (p. 261). Alongside comments that 
related the participants’ struggles with balancing their performance expectations with 
curricular classwork, were more explicit experiences with bias towards the music 
education career path. The authors found that some participants believed their 
performance skills were presumed to be lesser due to their major in music education. 
Although they did not indicate that performance opportunities were withheld, one 
participant noted that “you have to be extra awesome to get any respect” (p. 268). 
Unsurprisingly, the participants reported mixed experiences in their private lessons; some 
felt very supported in lessons by faculty, or through the inclusion of pedagogical 
discussions. Other students felt that there was a negative view of music education majors 
by their private instructors. As the authors noted, “this fact speaks to the power of the 
studio teacher to affect a student’s identity as both performer and teacher, as well as to 
either defuse or reinforce the negative stigma associated with majoring in music 
education” (p. 269). Conway et al. also noted that the physical arrangement of classes in 
separate buildings led to some feelings of both segregation and marginalization for the 
music education major participants. It was significant to the students that their music 






(p. 269) by the student body. As with other studies presented earlier in this literature 
review, the authors also found that the majority of participants entered into their 
undergraduate studies with a strong performer identity and background. 
Students who began undergraduate degrees in music but chose not to finish 
provide a unique insight into the culture of music study. Gavin (2012) studied the 
experiences of former music education majors (N = 14) in order to determine their 
reasons for leaving the degree. The author conducted interviews with each subject and 
collected responses in a post-interview survey. Although some participants withdrew due 
to changes in career goals or challenges in their personal lives, Gavin noted that “the 
applied music component of the music education curriculum played a critical role in 
student withdrawal” (p. 318). All but one of the participants reported that their private 
instructor was a graduate student for most or all of their time as a music education major. 
According to Gavin, “these applied music graduate assistants were cited more often than 
any other individual as having a negative impact on the students’ experiences in college 
music” (p. 317). This was sharply contrasted with the participants’ overwhelmingly 
positive experiences with faculty applied instructors, with whom they interacted 
informally, or in studio classes. Gavin noted that at this particular unnamed institution, 
music education majors were never assigned to faculty-led applied studios. Given the 
centrality of performance in university music study and the primacy of performance in 
early socialization experiences of music education majors, Gavin appropriately wondered 
whether this method of private teacher assignment led music education majors to feel less 







Students majoring in both music education and music performance (N = 4) were 
studied by Sieger (2012). The author utilized a case study methodology that revealed 
biases in both directions. According to one subject, music education majors were seen as 
not able to “hack it as a performer” (p. 172), and questioned whether ensemble 
assignments were influenced by a student’s major, and not just their ability level. As 
double majors in music education and music performance, the participants were also 
aware of the biases of music education majors. One subject reported that the performance 
majors were viewed as “snobbish” (p. 172). Interestingly, the participants also shared 
their awareness of biased conflict in other areas. In one instance, a tuba major reported 
that the vocal performance majors viewed the vocal music education majors as inferior 
performers. Considering the findings of Gavin (2012) regarding the role of private 
lessons in decisions to leave the study of music education, it is notable that longer lessons 
were given to double major students than were given to students pursuing a degree in 
music education. Although some of the participants attempted to encourage a greater 
understanding between students of each major, Sieger also pointed out that these students 
experienced a great deal of stress, and demonstrated the necessity to adapt continuously 
to the norms of whichever major’s environment they were in. 
Albert (2016) utilized a mixed-methods approach to explore influences and 
factors in the identity formation of undergraduate music educators at an unnamed large 
midwestern university. Both students and faculty participated in small group discussions 






= 83). Among the disruptions to the development of occupational identity was the 
perceived stigmatization of music education students. One participant shared that in some 
applied studios, music education students received fewer lessons, lessons of shorter 
length, or lessons primarily with a graduate student instructor. As was found in other 
studies (Gavin, 2012; Sieger, 2012), this led to a belief that students pursuing a music 
education career path were less valued. According to one subject, “to my professor and 
my performance peers, I was just the educator and I was treated like I was less than” (p. 
163). In the case of the same student, it led to demoralization along with a disengagement 
with the performer identity completely. Unfortunately, the author did not report if the 
faculty were aware of these types of experiences, or their strategies for minimizing the 
disruption they caused. Albert did share, however, that music education faculty expressed 
frustration at their perceived lack of input on the admissions process, and their belief that 
it contributed to a lack of diversity in both the music education major and school of music 
at large. 
  Some researchers note this sense of bias and hierarchy in the lives of music 
students in passing while examining a distinctly separate topic. Gabor (2009) conducted 
interviews with 22 pairs of parents and children that were selected on the basis that at 
least half of the parents’ income came from classical music (e.g., performing, conducting, 
composing, etc.) and that the children had engaged in consistent music training outside of 
school for at least five years in addition to performance opportunities and competitions. 
Although the experience of bias was not one of the stated research goals, the topic did 






process of choosing a major. According to one of the child participants, “people in 
performance always viewed music ed students as musicians who weren’t really talented” 
(p. 124). Gabor noted that the process of choosing a major was a conscious act of placing 
themselves in a hierarchy of career paths in music for the participants, but it should be 
noted that only one participant is credited with this mindset based on their recollection of 
this process several years later. 
 Similar experiences with bias were described by Ryan (2010) in an 
autobiographical study intended to describe the experience of and identity transition in 
moving from music performance to music education degrees between the masters and 
doctoral level. There were two telling statements that are explicit examples of the 
hierarchy and bias between students in the career paths of music education and music 
performance. The author transitioned in a 4-month period of time between finishing a 
master’s degree in performance to beginning a PhD program in music education at the 
same institution. During this transition, performance majors in the percussion studio 
declared that the author was not a serious percussionist. According to Ryan, some peers 
advocated for performance opportunities to be taken away and given to performance 
majors, but “others directly commented to me that I should have reduced access to the 
percussion facilities” (p. 52).  
 Although Ryan (2010) focused on their transition from music performance to 
music education, Vatne (2010) focused solely on the identity of performance majors (N = 
16) at Michigan State University. Although performance was supreme in the participants’ 






performance students felt fairly isolated within the larger university community. Some of 
the performance majors pointed out that the education classes outside of the music 
department afforded music education students a greater opportunity to interact with the 
community at large. Although the author noted that nothing critical was shared by the 
participants about music education majors, they did convey an awareness of the 
differences in curricular responsibilities. Given the stressful relationship with the amount 
of time available for practice and performance relayed by the participants, one might 
conclude that they would see music education coursework as an obstacle to their 
development as performers. Additionally, the relatively few studies that investigate the 
music performer identity compared to the large number that investigate the music 
education identity may indicate that the latter is more in conflict and experiences less 
support than the former. 
 Performance majors were also the focus of research conducted by Ellis (1999), 
though the location of the study was Midwest College and Conservatory (a pseudonym). 
In several instances, Ellis referenced conversations with performance faculty who 
encourage students to consider adding double major in music education as a backup due 
to a lower performance ability. Regarding the student perspective, Ellis indicated that 
“there was a general sense among the single degree performance majors that a degree in 
music education meant that those who cannot perform can only teach” (p. 259). One 
subject experienced the same bias and shared that they “watched all the performance 
majors around me tease me because I was pursuing a double degree in music education 






aware of their immediate future employment prospects conveyed to Ellis a regret for not 
enrolling in music education courses, “performance majors derogate a degree in music 
education as a consolation prize for performers who cannot make it in performance” (p. 
286). Aside from one performance major who was double majoring in music education, 
no other music education perspectives were included directly in the dissertation. 
 These biases are witnessed by faculty in addition to being experienced by 
students. Lesniak (2005) collected survey responses from string and orchestral 
conducting faculty (N = 94). Of these respondents, 50% “indicated that there is a 
negative stigma on being a music education major” (p. 58), though it should be noted that 
nearly half of respondents felt that music education degrees did not include enough 
performance. Unfortunately, Lesniak did not provide clarification as to the overlap 
between the two responses. Some of the respondents might have felt that more 
performance would lessen the stigma, or these might represent two separate factions, 
though it should be noted that Lesniak’s dissertation is situated around a recognized 
shortage of string educators in the field.  
These instances of explicit bias are not only found in research situated in schools 
of music located in the United States. Prescesky (1997) employed a multiple case study 
approach to examine the shifting perceptions of self as musicians and educators in 
undergraduate music education majors (N = 4) in Nova Scotia. The author’s own 
experience influenced the course of study, evident from the statement that “music 
educators were perceived as ‘second class citizens’ by both professors and performance 






participants in the case study. According to one of the participants, “a lot of people teach 
music because they are not ‘good enough’ to perform” (p. 55). Interestingly, two of the 
participants felt acutely the importance performance played in status within the school, 
and one even grew to “resent the way in which education experiences intruded upon her 
musical pursuits” (p. 153). Ultimately, these two participants enrolled in performance 
degrees at the graduate level rather than immediately pursuing teaching, due to a “belief 
that teaching would thwart their opportunity for musical growth” (p. 154).  
At the University of Western Australia, Bennett and Stanberg (2006) brought 
second-year music performance, education, and composition students (N = 38) together 
for an introductory class in educational methods. The participants completed a pre- and 
post-class questionnaire so that the authors could assess any changes in their attitude. 
Bennett and Stanberg found that following the exposure to teaching, the performance and 
composition majors shifted to a more positive view of teaching. Aside from this positive 
outcome, there were items in the questionnaire administered by the authors that indicated 
the biases I am investigating. For example, several students indicated that they had a 
negative perception of teaching, and those who pursued the career path of music 
education. According to one participant “teaching was an uninspired thing with only 
drop-outs doing it” (p. 224). Although performance students expressed an awareness that 
private teaching would be a significant part of their future careers, it was reluctantly 
accepted only as a financial necessity. These terms of engagement with teaching came 
with concerns of “getting stuck permanently as a teacher” (p. 222) and a fear of the 






At the Royal Northern College of Music in the United Kingdom, Miller and Baker 
(2007) interviewed performance majors (N = 16) in all years of the undergraduate degree 
program about their career aspirations. Similar to Bennett and Stanberg (2006), Miller 
and Baker (2007) focused questions around the impact of classes in pedagogy on these 
career aspirations. The authors found that the pedagogy class in the students’ second year 
had a noticeable impact on the thoughts of students. Although a full-time performing 
career was the singular goal for students upon entrance to the conservatory, pedagogical 
training that included field experience resulted in a more accepting attitude towards the 
inclusion of teaching music in their future careers. As in other studies, this article 
included several quotes from participants that are indicative of the explicit biases held by 
music students regarding career paths in music. One participant invoked the relative 
importance of status as performer compared to financial security, stating that “if you were 
applying for a credit card people would say the status of a teacher is higher than a 
performer. To me, as a musician, a performer is higher status” (p. 13). As in other studies, 
Miller and Baker also found that teaching was considered an impediment to musical 
growth and progress as a performer, due to the perceived lack of time to practice and 
focus on technical growth. 
In Australia, Hoey (2016) interviewed music educators (N = 10), the majority of 
whom began their career with a degree in performance before transitioning in their career 
to instrumental music education. The purpose of this study was to develop a grounded 
theory of the transition from self-identification as a musician to a career as a teacher. 






sense of themselves as performers first. The author noted that for these participants, “the 
message that ‘you are too good to teach’ seems commonplace. Some who chose teaching 
were seen to have failed, or to have ‘not made it’ as performers” (p. 169). It may also be 
relevant to point out that Hoey demonstrated the difficulties in navigating the transition 
from a musician identity earlier in life to a music education career path, though no such 
difficulty is found in the transition from a musician identity earlier in life to a music 
performance career path. 
 During adolescence, musicians are focused on performance, and rewarded for 
their excellence with more prestigious performance opportunities. Regardless of their 
musical career path, they matriculate into a higher education environment in which 
performance is at the center. This centrality is seen in the culture of these institutions and 
their administrative practices, and is experienced in the form of bias by the students who 
attend them. From the perspective of SIT, the proximity of these groups of students in 
higher education institutions is an environment in which bias may thrive, especially if 
resources such as ensemble placement, lessons, and social status are competed for. In this 
study, I intend to address whether or not these experiences of biases are present during 
adolescence, a period of time when the experiences, influences, and activities of all 
musicians overlap, regardless of musical career path. Although this study is one of the 
first to utilize SIT as a framework to examine the intergroup relations of adolescents 
following career paths in music, the next section will review research in which SIT and 







SIT in Music 
 SIT has continued to evolve since its inception by Tajfel and Turner (1979) both 
within social psychology and in other fields. Despite the implications for groups, 
intergroup relationships, and social categories, it has not been widely utilized in music 
education research. In this section, I will review music research that does utilize SIT to 
some degree, beginning with research that explored music’s role in the formation and 
expression of social identity. This research was carried out primarily by social 
psychologists, most of whom were interested in the potential music has to create, 
strengthen, or break down group membership and bias. This section will conclude with 
research conducted by music educators that directly focuses on music making and 
musicians. 
The Role of Music in Social Identity 
 The social psychologists North and Hargreaves (1999) conducted a series of four 
studies to assess what role music plays the social lives of adolescents and in their social 
perceptions to others. Each of the four studies were related to one another, and the 
authors presented them sequentially in a manner that resembled a series of argument 
statements in support of their hypothesis. Essentially, North and Hargreaves studied 
whether music “may function as a ‘badge’ which conveys information about the person 
who expresses a particular preference” (p. 77). The authors indicated that there was 
limited literature in direct or indirect empirical support of this hypothesis. Based on the 
first two studies in this series, the authors concluded that adolescents have expectations 






were widely held. The difference between the two studies was age; the first study 
involved 18- and 19-year-old students (N = 120), and the second study involved 10- and 
11-year-old students (N = 119). A comparison of the results in the first two studies 
revealed that these representations were present in both age groups, though they were 
stronger among the older participants.  
In the third study, North and Hargreaves (1999) investigated whether there was 
not only categorization of people based on their musical tastes, but also differentiation 
between groups in the form of positive and negative bias towards members. Students 
aged 18–19 and 13-14 (N = 274) were read a paragraph that described a person by their 
gender, age, and musical taste. The participants were then asked to indicate their level of 
agreement or disagreement with twelve statements (six negative and six positive) about 
the person depicted. Interestingly, although participants ranked those who favored 
popular music the highest, fans of ballet music were believed to become successful with 
age. The authors also found that with age, the perceptions of status as an associated trait 
of fans of a particular genre of music change. For example, the younger participants held 
popular music fans in higher regard than the older participants. Finally, the fourth study 
was designed to measure differentiation. Participants (N = 134) were asked to indicate 
the applicability of 30 characteristics to fans of rap and popular music. After completing 
a self-esteem measure, the participants indicated the applicability of the same 30 
characteristics to themselves. The final task in this study was for the participants to 
indicate how much they liked the two genres of music. With this design, North and 






characteristics of the prototypical popular music or rap fans, and whether or not fans of 
one genre of music rated other fans of the same genre higher (and fans of other genres 
lower) in a demonstration of in-group and out-group bias. Ultimately, the authors found 
in this fourth study that “identifying with a musical subculture has positive consequences 
for the way adolescents perceive other group members” (p. 90), but did not find any 
indication of a negative bias towards out-group members. Taken together, these four 
studies provide strong support for the functionality of music as a social badge that 
conveys information about status and behavioral norms among adolescents.  
Research was conducted by Lonsdale (2020) on the concept of music as a social 
badge. Participants (N = 151) were asked to indicate their impressions of fans of eight 
musical styles, the extent to which they identified with those fans, how important music 
is, and how much they listen to music. The final portion of the survey asked participants 
to complete a self-esteem measure. According to Lonsdale, and in agreement with North 
and Hargreaves’ (1999) study, participants demonstrated a positive in-group bias. 
Additionally, Lonsdale (2020) found that this in-group bias was significantly correlated 
to the participant’s individual self-esteem (p < .01) as well as group self-esteem (p < 
.001). Evidence of this correlation added further validation to the concept of music acting 
as a badge of social identity.  
In another investigation of the role that musical tastes play in an individual’s 
social identity and view of others, Shepherd and Sigg (2015) collected surveys from 
university students (N = 199) in New Zealand. The authors analyzed the survey 






esteem and music preference. The researchers found a gender difference in self-esteem, 
but were unable to determine whether this was connected to an increase in out-group bias 
as suggested in SIT. Shepherd and Sigg suggested that these differences may be due to 
the male participants’ increased competitiveness, or a difference in the social role of 
music for women. They also uncovered difference in preferences, with males preferring 
intense/rebellious music more than women, while women preferred upbeat/conventional 
music more than males.  
A total of three studies were conducted by Good (2016) to determine the impact 
of collective music making on various aspects of intergroup relations. In the first study, 
participants (N = 102) were asked tap along to recorded music playing on personal 
headphones. Music was either different for each person, aligned with previously formed 
small groups, or aligned for every member of the larger group. They were then asked to 
participate in a resource allocation task after their musical task, in which they were 
provided ten coins to distribute amongst themselves to individual accounts, initial group 
accounts, or a combined group account. Good found that when the initial groups only 
tapped along with the other members of their initial group (as opposed to the combined 
group or by themselves), they deposited more coins into the initial group account. Good 
also found that groups that all tapped together acted in the resource measure in a more 
cooperative manner, indicating that this musically related movement was effective at 
encouraging positive inter- and intra- group relations. 
The second study by Good (2016) focused on a diverse group of younger children 






together, or played a competitive game together. After participants participated in one of 
these activities, they were grouped in pairs and asked to play a game that measured their 
willingness to cooperate. Good found that the highest level of cooperation in the final 
task was exhibited by those who participated in a group singing activity. These first two 
studies utilized the concept of “movement synchrony” (p. 52), a term connected to 
research on the relationship between a psychotherapeutic counselor and client (Nagaoka 
& Komori, 2012). This second experiment by Good (2016) demonstrated that singing 
together “may have also helped to foster a collective identity” (p. 59) that was more 
influential on the treatment of peers than the racial and ethnic diversity of the 
participants. 
The third study by Good (2016) investigated the capacity of singing songs from 
other cultures may have to reduce inter-group differentiation through the creation of a 
greater collective. Good created an intervention that involved singing songs from other 
cultures. The author found that singing these songs created an opportunity to recognize 
aspects of other cultures similar to their own. This similarity helped the study’s 
participants (N = 29) create what Good described as “the development of a superordinate 
identity, on the order of humanity” (p. 81). Good further recommended that the singing of 
songs from other cultures may be a very effective means to bring together cultures and 
create far more cultural appreciation than is offered by “‘colorblind’ ideologies, whereby 
ethnic and racial boundaries are deemphasized” (p. 81). Taken together, these three 
studies create a compelling argument for the influential nature of music in social identity 






Whiteman (2020) bravely gave all participants (N = 9) kazoos to accentuate their 
performances of songs depicting groups of elephants and birds. As was the case in Good 
(2016), this musical interaction was compared by Whiteman (2020) with an exercise in 
visual art, and measured in large groups, small groups, and individuals. As was 
hypothesized by the author, the musical performances created a stronger sense of group 
identity amongst the participants. Whiteman also concluded from additional experiments 
that the presence of an external goal (as opposed to an intrinsic desire to work together) 
successfully increased feelings of unity among members of disparate groups brought 
together.  
Social Identity Research on Musicians During Adolescence 
 Researchers that utilize SIT deploy a wide range of methodological and analytical 
practices. Much of the research on musicians that utilizes SIT in some way focuses on the 
role that music plays in the individual’s sense of self during adolescence. Hoffman (2008) 
conducted one such study that focused on middle school band students (N = 6) and their 
identity development. Utilizing a case study method alongside ethnography and narrative 
inquiry, Hoffman found that continued membership in band was influenced by social 
interactions as well as the extent to which participants felt they aligned with the social 
identity of their band classmates. A consistent theme in Hoffman’s finding was a priority 
to “fit in, and avoid sticking out” (p. 298). This was seen inside the band classroom, 
where some of the participants were apprehensive about auditioning in front of their 
peers or took comfort in the desire for musical conformity within their ensemble and 






contributed to or detracted from their external social interactions impacted the 
participants’ decisions to re-enroll for the next year. Hoffman also noted that the 
introduction of competitive auditions for placement into leveled ensembles created a 
great deal of anxiety, and was disruptive to the participants’ sense of fit within the social 
grouping of the band program. According to the author, some of the participants became 
aware of the correlation between socio-economic status and ensemble placement. One 
student commented that only students enrolled in private instruction gained entrance to 
the auditioned ensemble, and another lamented the impact of their inability to practice at 
home on their prospects as a musician.  
 Parker (2014) focused on high school choral students (N = 36) with the goal of 
understanding their social identity development. Parker also interviewed three of the 
student’s teachers, and observed several rehearsals of the ensembles. In this study, the 
author focused on the aspect of team as a central phenomenon in the observed ensembles, 
choosing to focus more on the intragroup relationships than any intergroup relations. 
Parker noted that these choir students may represent an in-group, and improve their 
collective esteem by “comparing themselves with other groups in the school” (p. 28), but 
no such instances were reported. The author underlined the importance of performance in 
the adolescent school music experience by choosing participants enrolled in an 
auditioned ensemble. According to Parker, pride was derived from individual effort in 
rehearsals and performances. According to participants, they felt pride in representing 
their school at performances, and “winning competitions and achieving superior ratings” 






In another study, Parker (2018) explored the social identity formation of members 
of high school soprano/alto ensembles (N = 40). A similar grounded theory approach was 
utilized, based on qualitative data collection practices including observations and 
interviews. Of note in this study was the increased reporting of biases experienced by 
participants in the study, and greater tension in intergroup relations. In the three schools 
studied by Parker, the soprano and alto ensembles were placed in a hierarchical order 
below ensembles that were more selective and smaller. As noted by the author, “social 
comparison between groups became a point of complexity because several members of 
the women’s choir also held membership in smaller groups” (p. 455). Parker (2020) also 
explored SIT as a framework for understanding adolescent musicians. This volume 
served an overview of adolescent music making, and the role of music making plays in 
the social identities of adolescents. In each of these three works, Parker (2014, 2018, 
2020) focused on one particular aspect of SIT: the salience of group membership in 
music-making contexts.  
Marra (2019) investigated the role that ensemble membership played in the social 
identities of adolescent musicians. The author focused on perceptions of membership in 
order to identify differences between in-group and out-group bias, as well as factors in 
their membership in ensembles that created greater salience in these social identities. 
Marra collected survey responses from participants (N = 126) at a summer music camp 
hosted by a U.S. university in the Midwest. According to the author, participants felt that 
being a part of a large ensemble was a part of their self-concept, and holding leadership 






aware of the external perception of ensemble membership, and it impacted their sense of 
the value of that membership. In conclusion, Marra provided suggestions for applying 
this information alongside an understanding of SIT. As with other studies reviewed in 
this section, improving the individual experience of group membership was a large focus 
of these suggestions, though these were heavily related to the influence of intergroup 
relations on that salience and fit.  
Social Identity Research on Musicians After Adolescence 
Researchers focusing on musicians and music making after adolescence have used 
SIT as a gateway towards a broader discussion of an individual’s perception of group 
membership. Major and Dakon (2016) distributed a survey to university choir members 
(N = 630) at 16 different schools to identify the impact of directors on ensemble identity, 
a term the authors used to succinctly identify the social identity stemming from 
membership in an ensemble. Although most of the findings were related to the authors’ 
investigation of factors leading to an individual’s sense of ensemble identity, there was 
also some focus on participants’ views of other ensembles. For example, those who were 
planning to audition for other groups frequently cited prestige as a rationale, an example 
of what Tajfel and Turner (1979) described as a desire to recategorize based on 
awareness of the low regard held for an individual’s in-group. Major and Dakon (2016) 
focused their analysis on the factors that positively encourage re-enrollment into choral 
ensembles. As such, the authors use of SIT was mainly confined to group membership as 
a construct with which to conduct research.  






provided an area for researchers to examine through SIT. McClellan (2014) collected 
survey responses from undergraduate music education majors (N = 968) in order to 
assess their socialization to a music teacher identity. Social identity was one measure 
included in an analysis of survey responses through an overarching lens of symbolic 
interactionism. McClellan combined Likert-type responses in order to create composite 
scales for easier analysis. According to the author, the results of stepwise multiple 
regressions indicated that the composite social identity score contributed statistically to 
the respondent’s music educator self-concept (p < .001). McClellan also found that “44% 
of the variation in adolescent self-concept as music educator can be explained by 
differences in social identity” (p. 292) and other factors. Although social identity was 
only one component of McClellan’s research, the quantitative data collection and analysis 
procedures are more typical of social psychology research. 
 SIT was used by Draves (2018) to explore the occupational socialization of two 
in-service music education majors. The author focused on the extent to which these 
participants aligned with the stereotypical characteristics of band directors, and the 
impact that interpersonal relationships with cooperating teachers and university mentors 
had on the development of the participants’ teacher identity. Draves did not mention any 
assessment of the extent to which the participants of this case study were aware of the 
stereotypes associated with band directors. The author indicated that they, along with the 
university supervisor, encouraged more stereotypical band director behavior from one of 
the participants who had experienced a great deal of conflict with their cooperating 






the focus in the majority of social identity research.  
 Stereotypes about and between musicians were the focus in research by Kutkovic 
and Modrusan (2019) that included music students (N = 182) at the Zagreb Academy of 
Music in Croatia. A survey was utilized to assess respondent’s perception of themselves, 
their major, and students in other majors. The participants were grouped, though it was 
unclear if they were grouped by major, instrument, or both. The authors utilized eight 
different measures of various qualities, and found that there were no significant 
differences between the participants in their self-assessment, but there were significant 
differences in how the participants assessed other groups. Kutkovic and Modrusan 
concluded that this was indicative of the differentiation process essential to the formation 
and maintenance of a positive social identity. Although the sample size of each group of 
students was relatively small and the analysis was based on a small number of questions, 
the authors presented an effective analysis of group interactions through the lens of SIT. 
 A multiple case study of post-graduate music education licensure candidates was 
conducted by Sieger (2019). Although this article had a broad focus of social 
constructivism, the author shared some of the implications SIT may have for this 
population. In particular, Sieger pointed out the experiences of these students as members 
of an out-group, relative to the in-group status of traditional music education licensure 
candidates. These experiences included asking the post-graduate music education 
licensure candidates to indicate their otherness on a submitted assignment, and a need to 
defend their suitability for the program, despite having a different background of 






those with teaching experience. They were more comfortable interacting with 
undergraduate students, as their relatively higher status improved their group’s self-
image. Sieger made a number of suggestions for supporting the socialization of these 
non-traditional licensure candidates, including to encourage a stronger sense of positive 
group identity by forming purposeful cohorts. This is in alignment with Tajfel and 
Turner’s (1979) concept of creating a positive distinction for the out-group, in which the 
members bring a sense of pride to the characteristics that previously identified them as 
different from the in-group.  
Gee (2010) investigated the careers and lives of brass musicians (N = 572) in the 
UK through a lens of SIT in an attempt to more fully integrate “the social side of musical 
behaviour” (p. 247) and view a wider range of musician experiences. In this study, Gee 
also shined a spotlight on the experiences of female brass musicians. Although specific 
suggestions and implications to improve the support of women entering into a male-
dominated brass band culture in the UK weren’t made, participant narratives provided a 
sense of the male-dominated world of brass bands and orchestral brass sections in the 
UK. Gee also pointed out that, as suggested by SIT, the women’s awareness of bias 
against them had a negative impact on their self-esteem. Additionally, members of this 
particular out-group of women brass musicians attempted to maintain a high self-concept 
by altering the position of their group through the creation of all-women brass ensembles.  
Chapter Conclusion 
 In this chapter, I have endeavored to review literature that is relevant to the 






this study, as it establishes the centrality of performance in the lives of adolescent 
musicians’ intent on pursuing career paths in music. Literature was also reviewed that 
examined the experienced bias by undergraduate music students from a variety of 
perspectives. Although I hope to ascertain whether or not these biases exist during 
adolescence, there is ample evidence to support a belief in their existence in higher 
education. Finally, I reviewed research in which SIT intersects with music. These studies 
demonstrate the efficacy of SIT during adolescence and in clarifying the process of 
navigating identity conflict. This literature could be divided into two groups: those that 
utilize qualitative methods to explore the individual experience of musicians in the social 
world of group music making, and those that utilize quantitative methods to examine the 
role of music as a badge of social identity. In designing my study, I have attempted to 
find a middle ground, in which the experiences of adolescent musicians are measured 
quantitatively to determine the role of social identity in the creation of musical career 
path biases. The next chapter will describe the process utilized in building the sample for 
this study, a summary of the survey participants, a description of the tools utilized to 








SIT addresses an individual’s awareness of groups, membership in groups, 
intergroup bias, and discrimination by “theoretically linking stereotyping with group 
belongingness or social identity, through self-categorization” (Abrams & Hogg, 2006, p. 
65). The hierarchical stereotyping evidenced in research situated in undergraduate music 
programs (Froehlich & L’Roy, 1985; Nettl, 1995; Bouij, 1998, 2004; Woodford, 2002; 
Royer, 2005; Lesniak, 2005; Scheib, 2006; Conway et al., 2010; Gavin, 2012; Sieger, 
2016) may not be rooted in any individual school’s culture, but the result of social 
identity processes that commence before musicians begin undergraduate study. The 
purpose of this study is to explore the presence of social identities related to the career 
paths of music performance and music education among adolescent musicians, and 
whether biases regarding these career paths are a feature of these social identities. In this 
chapter, I will explain the formation of this study’s sample, development of the survey 
instrument, and survey methodology.  
Participants 
 Given that the participation of every adolescent musician in the U.S. is 
impractical, I elected to use purposive sampling, which requires an understanding of the 
population to identify samples that are representative of that population (Battaglia, 2008). 
The homogeneous purposive samples are what Miksza and Elpus (2018) referred to as 
“non-probability” (p. 24), a commonly used sampling method in music education 






size that would yield enough data for effective analysis. In order to populate a sample of 
adolescent (grades 9-12) musicians with a range of musical ability and commitment level, 
I initially identified five possible avenues of recruitment: (a) summer music camps, (b) 
all-state ensembles, (c) community music school ensembles, (d) Tri-M membership, and 
(e) future music educator workshop participants and groups. Although these samples are 
located in different geographical regions, and occur in specific and limited time windows, 
Etikan et al. (2016) referred to these types of sites as homogeneous samples that focus 
“on candidates who share similar traits or specific characteristics” (p. 3).  
Some of these recruitment site types have been utilized in music education 
research on adolescent musicians. Rickels et al. (2019) chose two summer music camps 
because the participants “would not be representative of career aspirations for all high 
school students, which was not the purpose of this study, but would represent the 
motivations of high school musicians, including future music teachers” (p. 6). Although 
their research was not focused on career aspirations, Kelly and Juchniewicsz (2009), Diaz 
and Silveira (2012), and Hendricks and Smith (2018) also used summer camps as locales 
for research, taking advantage of the concentration of adolescent musicians in attendance. 
All-state ensembles can also be valuable research sites because they involve student 
musicians from a specific geographic area who have been pre-screened for ability by 
auditions. Royer (2005) and Henry (2015) both gathered data from all-state ensemble 
participants. In another study involving high school students participating in an all-state 
orchestra, Hendricks (2009) described the experience as one “where high-achieving 






Draves (2012) investigated teaching ambition in students enrolled in an 
auditioned choral ensemble organized through a large university, though it is important to 
note that this was a multiple case study, not quantitative research. Fredrickson and Burton 
(2005) indicated that university music education faculty should consider Tri-M chapters 
as a possible recruitment source along with future music education workshop participants 
and groups. Councill et al. (2013) shared a summary of events run by future music 
educator groups in Pennsylvania, Illinois, and North Carolina that would be useful sites 
for recruitment, though no empirical research published has been found utilizing these 
sites.  
Unfortunately, the outbreak of the COVID-19 pandemic resulted in the 
cancellation of in-person experiences at the sites initially proposed. Due to the nature of 
the pandemic and the annual nature of these events, it was impossible to predict when 
data collection in its proposed form might be either practical or safe. As a result, I 
collected data via an online survey, working with participants at events that were held in 
person before the COVID-19 outbreak and with groups that shifted to a virtual format 
after the outbreak. I also expanded the list of sites to include community music schools, 
youth orchestra organizations, public and private arts schools, and performance 
competitions specifically intended for adolescent musicians. I contacted a total of 78 
organizations in an attempt to invite their affiliated students to participate in this research, 
and 30 agreed to facilitate the distribution of the survey. Eight did not wish for their 
affiliated students to participate or cited policy that prohibited it, and the remainder of the 






In order to distribute the survey instrument to participants, I offered to either 
contact affiliated students directly or provide information for the organizations to forward 
to their affiliated students. Ultimately, only two groups allowed direct access to email 
addresses of participants. A total of 1,577 email addresses were obtained, including 
participants from an online camp held during the summer of 2020 and all-state ensemble 
members from one state who performed in January 2020 before the COVID-19 outbreak. 
Both of these institutions curated the distribution lists they provided to ensure that only 
those who were high school students at the time of data collection were contacted. A total 
of three emails were delivered to these addresses via the Qualtrics survey platform, which 
yielded a total of 222 total responses (a response rate of 14.1%). Aside from these two 
organizations, an additional 28 groups indicated an interest in participating. These 28 
organizations requested that they serve as the point of contact, forwarding information 
regarding the study and survey to their affiliated students. I provided these organizations 
with an anonymous link to the Qualtrics survey, introductory text, documentation of 
Institutional Review Board Approval, and a copy of the survey questions for their review. 
I encouraged these organizations to send a least one reminder in addition to their initial 
contact, and requested that they provide information regarding how many students would 
be receiving the information. Unfortunately, due to the remote and virtual nature of the 
methods used to connect with these organizations, I cannot attest to the accuracy of the 
numbers they provided, nor do I have a means to verify whether the agreed-upon 
communications ever took place. Five organizations did not respond to requests to 






that they were engaging their students virtually due to the COVID-19 pandemic, and their 
distribution list included all of their students regardless of the level of their participation 
in those online activities. As such, any response rate for this anonymous distribution of 
the survey is an estimate. Responses from the 23 organizations that did provide 
information indicated that 2,920 affiliated students received the anonymous link, which 
yielded 599 responses (an estimated response rate of 20.5%). Data collection took place 
between October 30, 2020 and December 31, 2020, during which 599 anonymous 
responses and 222 direct email responses were submitted (N = 821). 
Instrument 
 This study required the creation of a survey instrument to address the research 
questions about social identity and biases amongst adolescent musicians. Approval was 
sought and gained for a waiver of elements of informed consent from the Institutional 
Review Board, along with a recruitment letter, assent text, and the survey questions. 
Participants indicated a wiliness to participate in the study by clicking on the hyperlink to 
the study in the recruitment letter. This hyperlink brought participants to the first page of 
the study, which consisted of the approved assent text, an explanation of the study, 
estimation of the length of time required, possible risks and benefits, relevant contact 
information, confidentiality procedures, and a final link to proceed to the study that 
indicated an agreement to participate in the study. 
 The survey consisted of four sections, and took less than 10 minutes for most 
participants to complete. In the first section of the survey participants provided their 






participation. Although this section included many of the same items as in Henry (2015), 
I did add more inclusive and non-binary gender options for participants to choose 
between, along with a wider range of instrument and ensemble options. The survey in this 
study also requested zip code and school names from each participant in an attempt to 
collect socioeconomic status information. 
 In order to gather information relevant to the extent to which participants 
identified with the career paths of music performance and music education, I modified 
the scale utilized by Brown et al. (1986). In that study, Brown et al. investigated the 
intergroup identification of employees in a paper mill with five distinct employee groups. 
The survey tool consisted of five positive and five negative statements about each 
employee group, to which respondents indicated their extent of agreement using a Likert-
type scale. To minimize participant fatigue, I decided to limit this portion of the survey to 
only ten items. Brown et al. used positive and negative items in an attempt to avoid what 
Kalton and Schuman (1982) referred to as acquiescence bias. Conversely, Crano et al. 
(2015) noted that there is an increased risk that participants will misread negatively 
worded statements or simply overlook the words indicating the negativity of the item. I 
estimated that this was more of a danger to the integrity of the results than acquiescence 
bias based on the age of the participants, and chose to reduce the potential for errors in 
participant understanding of the statements. Ultimately, participants were presented with 
10 items, including five positively-worded statements about those in the music 
performance career path, and another five positively-worded statements about those in 






affirmation or rejection of the statements about each musical career path. To create a final 
score for this scale, Brown et al. (1986) reversed the negative statement scores and added 
the response scores together. Because response reversal was not required for this study, 
the creation of a scale required only the subtraction of the sum of music performance 
career path item responses from the sum of the music education career path items. The 
result of this was designated the self-categorization score, and represents the extent to 
which the participant identifies with the music performance career path (indicated by a 
negative self-categorization score), the music education career path (indicated by a 
positive self-categorization score), or neither (indicated by a self-categorization score of 
zero).  
 To collect data that would indicate the presence of any biases toward members of 
these career paths in music, participants responded to ten statements containing 
stereotypical traits of music performers and music educators. Stereotypical 
representations of music educators and music performers were culled from research 
literature that explicates the nature of hierarchical relationships within schools of music 
between these two career path groups. Tanti et al. (2011) used this strategy while 
researching the social identity development of adolescents. In presenting their data, Tanti 
et al. “calculated a positivity score from the difference between ratings on positive and 
negative descriptors for the ingroup and for the outgroup. Then we calculated the 
difference between ingroup and outgroup positivity scores, to provide an overall index” 
(p. 560). As with the self-categorization score, the sums of scores for items related to 






education. This composite score is referred to as the differentiation score. 
To ensure consistency in the data, the same Likert-type response options were 
utilized for each of the 20 items that contributed to the self-categorization measure and 
differentiation measure. I opted to use a 7-point scale, with strongly disagree and strongly 
agree as the polar responses. Crano et al. (2015) noted that the advantages of using more 
than seven items in a Likert scale are minor when the benefits of greater gradation of 
responses were weighed against the increased time for participants to answer. Crano et al. 
further supported the seven-item Likert scale as providing “the optimal level of 
discriminability” (p. 336). In support of an even number of response items, Fink (2017) 
shared that “forced choice questions are often useful when you want to divert the 
respondent from taking the path of least resistance by choosing a middle category” (p. 
52). In this study, the middle choice response to these items would indicate a lack of 
strong social identity attached to either musical career path, which was a meaningful 
perspective that I wanted to capture. Bradburn et al. (2004) supported the use of a middle 
response and noted that “the size of the response to the middle category can give extra 
information about the intensity of attitudes - information that might be absent in a forced-
choice situation” (p. 142).  
The next element of the survey was based on the minimal group experiments 
pioneered by Tajfel (1981). A similar design was used by Tanti et al. (2011), who asked 
participants to distribute $100 between their ingroup and a designated outgroup. 
Hennessey and West (1999) also adapted the minimal group experiment in a study of 






researchers provided two imaginary scenarios for respondents to consider in which they 
were given control of a certain amount of money to distribute among the various parts of 
the organization. In both of the studies by Hennessey and West (1999) and Tanti et al. 
(2011), the minimal group experiment design allowed the researchers to evaluate the 
impact of bias by measuring the discriminatory distribution of resources. Hennessey and 
West (1999) found that the issue of budget allocation was prominent in the organizational 
culture and therefore meaningful to these participants. Hennessey and West also found 
that the difference in money allocated to the in-group, as compared to the out-group, was 
significant, clearly demonstrating the emergence of bias.  
To adapt this activity for this study and determine whether or not adolescent 
musicians allocate resources in a biased manner, respondents were presented with a 
scenario in which they are responsible for a $100,000 budget with which to compensate 
both a music educator and a music performer for a year of full-time work. Respondents 
indicated the salary in units of $1,000 for each group along a visual scale, and the survey 
platform ensured that the salaries totaled $100,000, eliminating any incomplete 
responses. Hennessey and West (1999) and Tanti et al. (2011) identified the amount 
given to the ingroup, and subtracted the amount given to the outgroup to compare groups. 
I utilized a similar procedure, and subtracted the amount budgeted to the music performer 
from the amount budgeted from the music educator, to create consistency with the other 
scores used in this study. As with the self-categorization score and the differentiation 
score, the salary allocated to the music performer was subtracted from the salary 






A final question on the survey instrument asked participants to indicate whether 
or not they intended to study music at the college, university, or conservatory level. This 
question was intended to provide an additional demographic data point. Unlike the other 
demographic measures located in the first section of the survey, it was placed at the end 
of the survey to ensure that their future intention to study music did not impact their 
responses to the two career paths in music. Upon selecting their answer, participants were 
led to a final screen that thanked them for their participation. I also provided contact 
information and an invitation for participants to receive study results. 
 An informal pilot was organized involving adolescent musicians. Results from 
this pilot were not included in the main study. In addition to completing the survey to 
ensure the mechanics of the online platform were operational, clear to the user, and at an 
appropriate reading level, feedback was gathered regarding the content of the survey. 
Pilot participants did not indicate any confusion with wording of questions or issues of 
comprehension. In response to pilot participants’ feedback, I added directions for 
homeschooled respondents to the item requesting the participant’s school name, and more 
options were added to the types of performance ensembles provided by the survey. A 
revised version of survey questions was submitted to the Institutional Review Board for 
approval, which was granted.  
Data Preparation and Analysis 
 Once the data collection period ended, responses to the survey (N = 821) were 
downloaded from the Qualtrics survey platform into SPSS. In order to create some 






median household income using data from the 2014-2018 American Community Survey 
(Missouri Census Data Center, 2021). School names were used to determine the 
percentages of students at the school who were eligible for free and reduced lunch and 
student to teacher ratio using data from the Common Core of Data (National Center for 
Educational Statistics, 2021b) and in the cases of private schools, their own websites. 
Once these conversions had taken place, the original data points were deleted to ensure 
complete anonymity of the survey responses.  
Additional variables were added to the dataset in SPSS for the Self-categorization 
and differentiation scores. To ensure continuity of data for these scales, all response 
scores relevant the music performance career path were subtracted from response scores 
relevant to the music education career path. The resource score was the final variable 
added to the data set in SPSS. As with the other scales utilized in this study, the resource 
score was obtained by subtracting the salary amount apportioned to the music performer 
from the salary amount apportioned to the music educator.  
Chapter Conclusion 
 In this chapter, I have reviewed the methodological procedures that guided this 
study of the development of social identity among adolescent musicians relative to career 
paths in music. I also shared some adjustments to the original data collection plan 
necessitated by the Covid-19 pandemic, and further discussion of the impact this 
pandemic may have had on this study will be discussed further in later chapters. In the 
next chapter, I outline the procedures used to analyze the data collected by this online 








The purpose of this study was to explore the presence of social identities related 
to the career paths of music performance and music education among adolescent 
musicians, and whether biases regarding these career paths in music are a feature of these 
social identities. After a review of literature showed the centrality of performance in the 
experiences of adolescent musicians and the presence of biases related to career paths in 
music amongst university music majors, I designed and distributed a survey to assess 
whether these biases are also experienced by adolescent musicians. In this chapter, I 
describe the participants of the study utilizing the participant characteristic information 
collected by the survey and share the results of statistical analysis related to each of the 
research questions.  
Participants 
 As described in Chapter 3, a wide variety of channels were utilized to gather high 
school musicians for participation in this study. Due to the participants being enrolled in 
the study as a result of cooperation from community music schools and ensembles, some 
states were better represented than others due to the geographic area their respective 
organizations serve. Nearly one quarter of respondents (N = 198) were from Texas, many 
of whom received direct email invitations to participate in this study after their 
participation in the Texas Music Educators Association’s 2020 All-State Ensembles. 
Each of the United States was represented except West Virginia, Montana, and 






divisions utilized by the National Association for Music Education (2020) (see Table 1). 
 
Table 1 
Survey Participants by Region 
Division n % 
Southwestern 254 30.9% 
North Central 183 22.3% 
Eastern 133 16.2% 
Southern 122 14.9% 
Western 82 10.0% 
Northwest 47 5.7% 
 
Table 2 contains participant characteristics from the sample including gender, grade, 











Characteristic n  % 
Gender 
    Female 
    Male 
    Non-Binary/third gender 
    Prefer not to say 
    Prefer to self-describe 
Grade 
    12th 
    11th  
    10th  
    9th  
School Type 
    Public  
    Private 
    Homeschool 
    Online 
Instrument 
    Flute 
    Oboe 
    Bassoon 
    Clarinet 
    Saxophone 
    Trumpet 
    Horn 
    Trombone 
    Tuba/Euphonium 
    Percussion 
    Violin 
    Viola 
    Cello 
    Double Bass  
    Piano/Keyboard 
    Harp 
    Guitar 
    Electric Bass 
    Voice 
















































































Primary Performance Setting 
    Orchestra 
    Soloist 
    Wind Ensemble 
    Choir 
    Jazz Ensemble 
    Popular Music Ensemble 
Intend to Major in Music 
    Yes 
    No 
























The division of students by grade level provided an opportunity to examine data 
by age, despite the lack of longitudinal data collection in this study. I performed chi-
square tests of independence to determine if there were associations between grade level 
and the other demographic characteristics. Significant relations were found only between 
grade level and the demographic characteristics of years of private study, 𝜒2 (30, N = 821) 
= 61.51, p < .001 and intent to major in music, 𝜒2 (6, N = 821) = 71.31, p < .001. The 
relation between grade level and years of private study indicated that with each 
successive grade level from 9th to 12th, respondents had more years of private study. The 
relation between grade level and intention to major in music also indicated that with each 
successive grade level from 9th to 12th, respondents were more likely to intend to major in 
music, and less likely to be unsure. 
As seen on Figure 2, the most common response to a question asking how many 
years of private instruction the respondents had participated in was 10+ (N = 159), and 








Years of Private Lesson Instruction 
 
 
In this sample, public school students’ (N = 645) student to teacher ratio was 
17.82 to 1 and private school students’ (N = 122) student to teacher ratio was 8.76 to 1. 
Taken together, the average teacher to student ratio for respondents attending public or 
private schools (N = 757) was 16.38 to 1 (SD = 5.169).  
Derived from the zip code of residence, the Median Family Income (MFI) 
percentile of participants was found to have a mean of 78.02 (SD = 23.63). As seen in 









Median Family Income Percentile 
 
 
One additional demographic feature of this study’s participants is their intention 
to pursue a musical career path through study at the post-secondary level. In this regard, 
49.8% (N = 409) indicated they planned to major in music in a University or 
Conservatory setting, 30.3% were unsure (N = 249), and 19.9% (N = 163) did not intend 
to major in music.  
Reliability of Instruments 
To assess the reliability of the SM, I analyzed all participants’ (N = 821) 
responses to items that constitute the scale. I computed Tukey’s test for nonadditivity, 
and found that all items were related to the resulting SM (F = 274.87, p = <.001). 






.87). Previous research (Brown et al., 1986) indicated that an earlier measure on which 
the SM is based “yielded a Cronbach’s alpha of .71” (p. 278). Based on these results, data 
from the SM were deemed suitable for further analysis. 
To assess the reliability of the DM, I analyzed all participants’ (N = 821) 
responses to items that constitute the scale. I calculated Tukey’s test for nonadditivity, 
and found that all items were related to the resulting DM (F = 13.88, p = >.001). 
Cronbach’s alpha revealed a high level of internal consistency (∝	= .80). Only the 
removal of the statement “Music Performers enjoy working/practicing alone” was found 
to increase the Cronbach’s alpha result; however, the removal of this item would only 
result in a slight increase of internal consistency (∝ = .82). Tanti et al. (2011) reported 
that descriptors similar to the ones used in the current study were constituted into a scale 
that had a high level of internal consistency (∝ = .71). Based on these results, data from 
the DM were deemed suitable for further analysis. 
 The RM was based on minimal group paradigm experiments designed by Tajfel 
(1981), which were altered for workplace environments by Hennessey and West (1999) 
and Tanti et al. (2011). As the design of the RM only involved the division of $100,000 
and the Qualtrics survey platform required participants to provide answers that utilized 
the entire sum, the amounts allocated to each career path were inherently related to one 
another, so no further analysis was needed to assess reliability. 
Assumptions 
MANOVA and ANOVA tests are robust against violations to the assumption of 






the data, the dichotomous nature of the independent variable, and the lack of any missing 
data from incomplete survey responses. The assumption of sphericity was met due to the 
presence of only two conditions in the data (Field, 2017): responses to questions related 
to music education and music performance. Box’s test showed significant similarities in 
the covariance matrices, so I chose to rely on the Pillai’s Trace test statistic (V), as it was 
found by Bray and Maxwell (1985) to be “the most robust to violations of assumptions” 
(p. 34) of homogeneity of covariance. I judged the assumptions of linearity, absence of 
multicollinearity, and absence of outliers to be met after examining histograms and P-P 
plots of the data.  
Research Question One 
 In the first research question, I asked whether participant responses regarding self-
categorization, differentiation, and resource allocation related to the music education 
career path significantly differ from those of the music performance career path. To 
answer this question, I performed a repeated-measures multivariate analysis of variance 
on the SM and DM scores, and a repeated-measures analysis of variance on the RM 
scores. A social identity associated with the two career paths included in this study 
(music performance or music education) served as the independent variable, and 
responses to five pairs of questions served as the dependent variables for the SM and 
DM.  
Self-Categorization Measure 
 In order to assess the extent to which adolescent musicians categorized 






path, participants were asked to respond to the 10 questions in the self-categorization 
measure (SM) using a 7-point Likert-type scale. The mean of the five music performance 
responses was 26.75 (SD = 6.83), and the mean of the five music education responses 
was 22.80 (SD = 6.85) (see Table 3 and Figure 4 for responses to individual questions). 
The extent to which participants saw themselves as belonging to these career paths 
produced the largest difference in means between music performance (M=4.7, SD=1.9) 
and music education (M=3.6, SD=1.9). The extent to which participants considered those 
in the career paths important produced the most agreement between music education (M 
= 6.3, SD = 1.2) and music performance (M = 6.3, SD = 1.1). After subtracting the total 
music performance score from the total music education score, the final SM mean was -
3.95 (SD = 7.51) (see Figure 5 for the distribution of final SM scores).  
 
Table 3 






Mean SD Mean SD 
I am a person who considers those in this career 
path important 6.3 1.1 6.3 1.2 
I am a person who identifies with other people who 
pursue this career path 5.3 1.7 4.5 1.7 
I am a person who feels strong ties with this career 
path. 5.2 1.7 4.2 1.8 
I am a person who is glad to belong to this career 
path. 5.2 1.8 4.3 2.0 
I am a person who sees myself as belonging to this 
career path. 4.7 1.9 3.6 1.9 

























Aggregated SM Scores 
 
 
Repeated-measures MANOVA was performed to test whether the difference 
between music performance and music education scores was significant. Pillai’s trace 
showed a significant difference between the music performance and music education 
scores (V = 0.256, F [5, 816] = 56.11, p = < .0001, η2 = .256). Subsequent univariate tests 
(see Table 4 for full results) revealed that response scores to each pair of questions were 
significantly different except the first, which asked whether the participant considers 








Univariate Results- SM 
 F(1, 820) p η2 
SM Pair 1 .716 .3978 .001 
SM Pair 2 156.29 <.0001 .160 
SM Pair 3 220.73 <.0001 .212 
SM Pair 4 153.97 <.0001 .158 
SM Pair 5 236.98 <.0001 .224 
 
Differentiation Measure 
In order to assess the extent to which adolescent musicians differentiated between 
members of the music education career path and music performance career path, 
participants were asked to respond to the 10 questions in the DM using a 7-point Likert-
type scale. The mean of the five music performance responses was 30.26 (SD = 3.39), 
and the mean of the five music education responses was 29.19 (SD = 4.24) (see Table 5 
and Figure 6 for responses to individual questions). After subtracting the music 
performance score from the music education score, the final DM mean was -1.07 (SD = 








Summary of DM Scores 




Mean SD Mean SD 
Members of this group are excellent musicians 
Members of this group intend to:  
    perform because they love sharing music with others 
teach because they love sharing music with others 
perform because they enjoy working/practicing alone  
teach because they enjoy working in front of others  
perform because they love performing for their 
community/audience  
 teach because they love teaching students  
Members of this group continue to grow artistically 
















































































I performed repeated-measures MANOVA was performed to test whether the 
difference between music performance and music education scores was significant. 
Pillai’s trace showed a significant difference between the music performance and music 
education scores (V = 0.459, F [5, 816] = 138.35, p = < .0001, η2 = .459). Subsequent 
univariate tests (see Table 6 for full results) revealed that response scores to each pairs of 
questions were significantly different except the second, which asked the extent to which 
the participant agreed with statements regarding a love of sharing music among music 







Univariate Results- DM 
 F(1, 820) p η2 
DM Pair 1 298.60 <.0001 .267 
DM Pair 2 .09 .7672 .000 
DM Pair 3 188.95 <.0001 .146 
DM Pair 4 35.96 <.0001 .050 
DM Pair 5 174.97 <.0001 .229 
 
Resource Measure 
In order to assess the extent to which adolescent musicians allocate resources to 
benefit members of the music education career path and the music performance career 
path, participants were asked to allocate a total budget of $100,000 to compensate a 
music performer and a music educator for a year’s worth of equitable work. Salaries 
allocated to the music performer had a mean of $48,640 (SD = $9,270) and salaries 
allocated to the music educator had a mean of $51,360 (SD = $9,270). After subtracting 
the music performance score from the music education score, the final RM mean $2,730 
(SD = $18,730) (see Figure 8 for the distribution of final RM scores). Pillai’s trace 
showed a significant difference between the allocation of resources to music education 









Aggregated RM Scores 
 
 
Research Question Two 
The second research question asked what the relationships were among self-
categorization, differentiation, resource allocation, and participant characteristics of 
adolescents pertaining to the music education and music performance career paths. In 
order to address this, a multiple regression analyzed each measure (SM, RM, and DM) as 
a dependent variable and utilized the participant characteristics described at the beginning 
of this chapter as predictors.  
Assumptions and Data Handling Procedures 
In order to check for linearity and homoscedasticity, I examined scatterplots and 






VIF values were below 10 and the average VIF was close to 1, so based on guidelines 
presented by Bowerman and O’Connell (1990) I determined that the assumption of 
multicollinearity was met, and that the regression was not biased. 
To facilitate analysis, responses to the number of years studied, gender, 
instrument, ensemble type, and school type were gathered into groups of similar size. I 
created dummy variables in order to enter categorical participant characteristics along 
with Median Family Income percentile and Student to Teacher ratio simultaneously into 
the regression model. Due to this, the b-value for all categorical data represents the 
difference in means between the two groups indicated in the name of each predictor on 
the coefficients table. For the final two predictors (Student-Teacher Ratio and Median 
Family Income percentile) the b-value represents the amount and direction of change in 
the given predictor if the relevant score (SM, DM, or RM) increased by 1 unit; a value 
that only would be accurate if all other predictors were held constant.  
Self-Categorization Measure 
 Participant (N = 821) characteristics were moderately correlated (R = 0.31) and 
accounted for 9.6% of the variance (R2 = .096) in SM scores. The linear combination of 
participant characteristics was significantly better at predicting SM scores than 
predictions using only the mean SM score (F [24, 796] = 3.51, p = <.0001). Table 7 








Predictors of SM Scores 
Predictor b ß t p 
Constant -2.419  -1.468 .142 
12th v. 9th grade 2.178 .095 2.389 .017* 
12th v. 10th grade 1.083 .060 1.509 .132 
12th v. 11th grade 0.866 .055 1.339 .181 
Soloist v. Wind Ensemble 0.951 .050 0.775 .438 
Soloist v. Orchestra -1.156 -.074 -1.266 .206 
Soloist v. Choir 2.729 .119 2.173 .030* 
Soloist v. Jazz/Popular ensemble 2.018 .042 1.043 .297 
Strings v. WW -1.938 -.101 -1.996 .046* 
Strings v. Brass -2.047 -.083 -1.737 .083 
Strings v. Voice -4.049 -.206 -3.060 .002* 
Strings v. Guitar, Elec. Bass, Other -3.756 -.060 -1.526 .127 
Strings v. Piano, Keyboard, Organ, Harp 0.634 .031 0.626 .532 
Strings v. Percussion, Drumset -2.783 -.053 -1.446 .148 
Female v. Male -1.123 -.072 -1.988 .047* 
Female v. Non-binary, Third Gender, Prefer Not to 
Say, Prefer to Self-describe -1.625 -.039 -1.141 .254 
Pvt. Study- 10+ v. <1-3 2.064 .114 2.417 .016* 
Pvt. Study- 10+ v. 4-6 0.448 .028 0.578 .563 
Pvt. Study- 10+ v. 7-9 0.646 .035 0.813 .417 
Major in Music- Yes v. No 2.881 .153 4.097 .000* 
Major in Music- Yes v. Maybe 2.138 .131 3.380 .001* 
Public Title I v. Public Non-Title I 1.135 .076 1.800 .072 
Public Title I v. Private, Homeschool, Online -1.041 -.057 -1.011 .312 
Student-Teacher Ratio -0.078 -.065 -1.243 .214 
Median Family Income Percentile -0.023 -.074 -2.010 .045* 
*p < .05 
 
Nine predictors were associated with significant differences in SM scores. Of the 
groups of dummy variables created to facilitate the analysis of categorical data, all 
featured at least one predictor of significance except the type of school. Students with 






10 or more years of private study, as did 9th grade musicians compared to those in 12th 
grade. Participants who intended to study music had significantly lower SM scores than 
those who did not intend to study music and those who were unsure. Those identifying as 
male had lower SM scores than those identifying as female, as did vocalists and 
woodwind players when compared with string players. Members of choirs had 
significantly higher SM scores than those who identified their main performance setting 
as soloist–to a degree that raised their score into the music education self-categorization–
which was also found among those who did not intend to major in music. An increase in 
Median Family Income percentile by one unit would result in a reduction of .023 in the 
predicted SM score. 
Differentiation Measure 
Participant (N = 821) characteristics were moderately correlated (R = 0.28) and 
accounted for 8.0% of the variance (R2 = .080) in DM scores. The linear combination of 
participant characteristics was significantly better at predicting DM scores than 
predictions only using the mean DM score (F [24, 796] = 2.90, p = <.0001). Table 8 








Predictors of DM Scores 
Predictor b ß t p 
Constant -0.602  -0.706 .480 
12th v. 9th grade 1.340 .114 2.840 .005* 
12th v. 10th grade 0.188 .020 0.505 .613 
12th v. 11th grade 0.582 .071 1.740 .082 
Soloist v. Wind Ensemble 0.568 .058 0.896 .371 
Soloist v. Orchestra 0.148 .018 0.313 .754 
Soloist v. Choir 2.121 .180 3.263 .001* 
Soloist v. Jazz/Popular ensemble 2.918 .120 2.914 .004* 
Strings v. WW -0.969 -.098 -1.929 .054 
Strings v. Brass -0.900 -.071 -1.477 .140 
Strings v. Voice -0.316 -.031 -0.461 .645 
Strings v. Guitar, Elec. Bass, Other -0.801 -.025 -0.629 .530 
Strings v. Piano, Keyboard, Organ, Harp -0.035 -.003 -0.067 .946 
Strings v. Percussion, Drumset -0.274 -.010 -0.275 .783 
Female v. Male 0.136 .017 0.467 .641 
Female v. Non-binary, Third Gender, Prefer Not to 
Say, Prefer to Self-Describe 0.806 .038 1.094 .274 
Pvt. Study- 10+ v. <1-3 0.125 .013 0.283 .777 
Pvt. Study- 10+ v. 4-6 -0.292 -.036 -0.729 .466 
Pvt. Study- 10+ v. 7-9 0.215 .023 0.523 .601 
Major in Music- Yes v. No 0.632 .065 1.738 .083 
Major in Music- Yes v. Maybe 0.608 .073 1.859 .063 
Public Title I v. Public Non-Title I 0.647 .084 1.983 .048* 
Public Title I v. Private, Homeschool, Online -0.065 -.007 -0.121 .903 
Student-Teacher Ratio -0.027 -.044 -0.829 .408 
Median Family Income Percentile -0.016 -.100 -2.714 .007* 
*p < .05 
 
Four of the categorical predictors were associated with significant differences in 
DM scores, and all of which raised the DM score to an extent that indicated a 
differentiation in favor of the music education career path. As was the case with the 






scores than 12th grade musicians. Choir members and Jazz/Popular ensemble musicians 
had significantly higher DM scores than soloists. Musicians who attended public schools 
that were not Title-I eligible had significantly higher DM scores than those who attended 
public schools that were Title-I eligible. An increase in Median Family Income percentile 
by one unit would result in a reduction of .016 the predicted DM score. 
Resource Measure 
 Participant (N = 821) characteristics were moderately correlated (R = 0.26) and 
accounted for 6.8% of the variance (R2 = .068) in RM scores. The linear combination of 
participant characteristics was significantly better at predicting RM scores than 
predictions only using the mean RM score (F [24, 796] = 2.42, p = .0002). Table 9 








Predictors of RM Scores 
Predictor b ß t p 
Constant 3.750  0.899 .369 
12th v. 9th grade 5.347 .093 2.317 .021* 
12th v. 10th grade -4.469 -.100 -2.461 .014* 
12th v. 11th grade 0.218 .006 0.133 .894 
Soloist v. Wind Ensemble 5.751 .121 1.852 .064 
Soloist v. Orchestra 1.035 .027 0.448 .654 
Soloist v. Choir 5.821 .102 1.831 .067 
Soloist v. Jazz/Popular ensemble 7.670 .065 1.566 .118 
Strings v. WW 1.235 .026 0.503 .615 
Strings v. Brass -0.613 -.010 -0.206 .837 
Strings v. Voice 1.681 .034 0.502 .616 
Strings v. Guitar, Elec. Bass, Other 2.784 .018 0.447 .655 
Strings v. Piano, Keyboard, Organ, Harp -1.038 -.020 -0.405 .686 
Strings v. Percussion, Drumset 5.560 .042 1.142 .254 
Female v. Male -0.787 -.020 -0.550 .582 
Female v. Non-binary, Third Gender, Prefer Not to 
Say, Prefer to Self-Describe 2.157 .021 0.599 .550 
Pvt. Study- 10+ v. <1-3 2.334 .052 1.080 .281 
Pvt. Study- 10+ v. 4-6 0.769 .019 0.392 .695 
Pvt. Study- 10+ v. 7-9 1.965 .043 0.976 .329 
Major in Music- Yes v. No 3.634 .077 2.042 .041* 
Major in Music- Yes v. Maybe 2.013 .049 1.257 .209 
Public Title I v. Public Non-Title I 0.721 .019 0.452 .652 
Public Title I v. Private, Homeschool, Online 1.114 .024 0.428 .669 
Student-Teacher Ratio -0.080 -.027 -0.504 .615 
Median Family Income Percentile -0.067 -.085 -2.287 .022* 
*p < .05 
 
Four predictors were associated with significant differences in RM scores. 
Although 9th grade musicians had significantly higher RM scores than 12th graders, 10th 
grade musicians had significantly lower RM scores than 12th graders (10th grade 
musicians’ RM scores were lowered to an extent that indicated an allocation of resources 






music had significantly higher RM scores than those who did intend to major in music. 
An increase in Median Family Income Percentile by one unit would result in a reduction 
of .067 in the predicted RM score. 
Chapter Conclusion 
 In this chapter, I have described the participants in the study and the statistical 
procedures utilized to answer each of the three research questions that guided this study. 
Descriptive statistics demonstrated that adolescent musicians allocated resources in favor 
of the music education career path, but self-categorized and differentiated in favor of the 
music performance career path. MANOVA and ANOVA results indicated that these 
differences in self-categorization, differentiation, and resource allocation between the 
music education and music performance career path were statistically significant. Finally, 
multiple regression results demonstrated that a linear combination of the participant 
characteristics were significantly related to participant self-categorization measure, 
differentiation measure, and resource measure scores, and several significant predictor 
variables were identified in each regression. In the next chapter, I discuss these results in 









To investigate the presence of social identities among adolescent musicians 
related to the career paths of music performance and music education, and whether self-
categorization, biases, and differentiation regarding these career paths in music were a 
feature of these social identities., I analyzed the responses of 821 adolescent musicians to 
an online survey. In this chapter I discuss results, limitations of the study, implications 
for the music education profession and theoretical framework, and suggest future paths of 
research. With this study, I hoped to build an understanding of the role that social identity 
plays in the lives of adolescent musicians as it relates to the two career paths of music 
education and music performance. After discussing some observations based on the 
participant characteristics, I will present a summary of the relevant results and reflect on 
the implications of those results based on the research questions that guided my research.  
Participant Characteristics 
 According to Russell (2018), it is helpful “to report the general characteristics of 
participants in order to help readers make decisions about the generalizability of the 
sample to the overall population or to their own particular context” (p. 31). As shown in 
Table 2, 60% of respondents (N = 493) identified as female, exactly the same as found by 
Elpus and Abril (2019) in their study of high school enrollment in music classes using 
data from transcript; though it should be noted that that study identified students who had 
enrolled in a music class at any point in their high school career, and utilized a binary 






further contextualize these figures, the percentages of gender identification by 
respondents in this study were also similar to those found by Mikzsa et al. (2019), who 
surveyed music majors (N = 386) at “conservatory-style institutions” (p. 5), of whom 
59% self-identified as female, 39% as male, and 1% as other or “wish not to say” (p. 5).  
By grade, the fewest number of survey participants were in 9th grade (N = 100), 
followed by 10th grade (N = 185), 12th grade (N = 259), and 11th grade (N = 277), 
though this result may have been impacted by the manner in which the sample was 
populated. Many of the participants were found through auditioned experiences including 
camps, honors ensembles, and competitions–a factor that might have led to older 
participants. Associations found between grade level and years of private study may be 
explained by students in higher grades having more years with which to study privately. 
The association between grade level and the intent to major in music is an intriguing one, 
but does align with the typical path of high school students deciding on a major before 
enrolling in undergraduate study. Stolzenberg et al. (2020) found that only 7% of college 
freshman had not declared a major, indicating that the vast majority of students make 
their decision regarding major during the adolescent high school experience.  
Survey participants were asked to indicate the primary setting of their 
performance opportunities. Respondents to this survey indicated that orchestra was the 
most represented performance setting (N = 296), followed by wind ensemble (N = 158), 
and choir (N = 100). In contrast, Elpus and Abril (2019) measured enrollment in music 
classes by examining high school student transcripts, and found that 13% of the 






enrolled in orchestra. However, the organizations I contacted to populate this sample 
consisted of several youth orchestras as well as large camps and all-state organizations, 
which may account for the larger representation of instrumental ensembles than found in 
the percentages of enrolled students by Elpus and Abril. This survey also provided an 
option for respondents to indicate they performed most as a soloist, jazz ensemble, and 
popular music ensemble. Of students who indicated that their primary performance 
setting was as a soloist (N = 246), 49.2% (N = 121) indicated piano/keyboard as their 
main instrument, 18.7% (N = 46) were vocalists, 17.5% (N = 43) were violinists, and the 
remaining 15% were spread across multiple instruments. Although jazz ensemble (N = 
16) and popular music ensemble (N = 5) were not well represented in the sample, this is 
not a surprising result considering the classical nature of organizations who assisted in 
populating the sample and in light of research by Abril and Gault (2008), who found that 
only 55% of schools offered a jazz or rock ensemble–more than the 42% that offered 
orchestra but less than the 93% that offered band and 88% that offered chorus.  
Survey participants who were enrolled in a private school (N = 122) accounted for 
14.9% of the sample, compared to public school students (N = 645), homeschooled 
students (N = 48), and students enrolled in online schools (N = 6). DeBrey et al. (2021) 
indicated that private school enrollment accounted for 8.8% of total student enrollment in 
grades 9-12 in 2017, the most recent data available. Of those participants enrolled in 
public schools, 35.7% (N = 230) attended Title I eligible schools, compared to a nation-
wide average found by Snyder et al. (2018) of 47.6%. According to the National Center 






schools serving students in grades 9–12 is 16.5:1 and the private school student to teacher 
ratio was 11:1. Public school students in this study had a slightly higher student to teacher 
ratio (17.82:1) compared to the nationwide average, but private school students in this 
study had a lower student to teacher ratio (8.76:1) than the nationwide average. It should 
be noted that respondents who indicated attendance in an online school or were 
homeschooled (N = 54) were not included in the tabulation of student to teacher ratio due 
to a lack of clear data. 
Almost half (49.8%) of respondents intended to major in music, and an additional 
30.3% were unsure. These combined responses were more than those found by Henry 
(2015), who surveyed Texas All-State ensemble participants (N = 1,205), and found that 
65% (N = 1,162) were considering a major in music, though Henry did not assess 
whether there was a degree of certainty to their consideration. According to the College 
Music Society (2015), only 1.7% of all undergraduate students were enrolled in a music 
major. Comparing this statistic to the 24% of students found by Elpus and Abril (2019) to 
have enrolled in a music class at any point in high school, the percentages of respondents 
that intend to major in music or are unsure about majoring in music reflect the specialized 
nature of this study’s participants. 
I had intended to survey performance-centric groups such as all-state ensembles, 
camps, and community music schools, but unfortunately, many of these programs were 
cancelled due to justifiable concerns over participant safety. I had also intended to survey 
future music educator groups, which often occur at state music conferences or specialized 






options that opened alternative avenues of participant recruitment, most of the future 
music educator groups I had also intended to include in this study did not. In order to 
populate the sample for this study, I worked with a number of organizations (i.e., youth 
orchestras, pre-college programs, state honors ensemble organizers, music camps, etc.) to 
facilitate communication with potential participants. As a result, issues of access and 
inequity mentioned in Chapter 1 may be reflected in these participant characteristics and 
account for the differences between adolescent musicians, all adolescent musicians, and 
typical adolescents I have outlined. For example, public school respondents to this study 
were less likely to attend a Title I-eligible school than what has been reported nationwide.  
Although student to teacher ratios were somewhat similar to nation-wide 
averages, there were more participants who attended private school than has been 
reported nationwide. The average score of Median Family Income percentile for this 
study was 78%, and although the standard deviation was large (SD=23.63), there was a 
definitive skew in the median family income that favored higher family incomes. Private 
music instruction was also found in abundance in this sample. Nearly 20% of participants 
reported more than ten years of private study. Many music organizations are diligently 
working to ensure that cost is not a barrier to the private instruction for their students 
through scholarships and other funding pathways, but it is clear that many of the 
participants in this study benefit from the means to study music privately and participate 
in musical opportunities both in and out of school. Additionally, I assume that if 
participants in this study were members of one of the performing groups that did pivot to 






freedom to practice at home that is not found equitably throughout the school-aged 
population. 
Considering these characteristics and that 50% of respondents intended to study 
music at the post-secondary level, the sample for this study seems to be an example of the 
“widening affluence gap” (p. 87) described by Koza (2009). Elpus and Abril (2011) 
found that “music students were 1.71 times more likely to be in the highest SES quartile 
than they were to be in the lowest SES quartile” (p. 135). Although the participants in this 
study may not be representative of the typical high school student, the presence and 
extent of affluence in the sample is representative of adolescent music students in the 
United States.  
Research Question One  
With the first research question I asked whether or not responses significantly 
differed regarding the extent to which participants categorized themselves as members, 
differentiated between members, and allocated resources to benefit members of the music 
education career path and music performance career path. Responses by participants in 
this study expressed a self-categorization (M=-3.95, SD=7.51) and differentiation (M=-
1.07, SD=3.85) in favor of the music performance career path. Unlike the scores of the 
SM and DM, RM scores indicated an allocation of resources that favored the music 
education career path (M= 2.73, SD= 18.73). 
Aggregated responses to the five music education questions in the SM had a mean 
of 22.80 (SD=6.85) and aggregated responses to the five music performance questions in 






performance questions in the DM had a mean of 30.26 (SD=3.39) and aggregated 
responses to the five music education questions in the DM had a mean of 29.19 
(SD=4.24). Both were found to be significant differences through repeated-measures 
MANOVA testing. Responses to the RM indicated an allocation of resources to a music 
performer with a mean of $48,640 (SD = $9,270) and to a music educator had a mean of 
$51,360 (SD = $9,270). This was found to be a significant difference by repeated-
measures ANOVA testing. 
Based on the results of the measures I utilized in this study, participants 
categorized themselves as members of the music performance career path and 
differentiated in favor of the music performance career path. Conversely, participants 
allocated resources in favor of the music education career path. SM scores favored music 
performance to a greater extent than DM scores, though the standard deviation of the DM 
was lower, indicating a greater agreement in differentiation than self-categorization.  
The significant difference in SM results was not a complete surprise, considering 
that many researchers (i.e., Froehlich & L’Roy, 1985; Roberts, 1991; Woodford, 2002; 
McClellan, 2014; Pellegrino, 2015) have found that music education students often begin 
their degree program with a performance identity that is stronger than a teacher identity. 
Only the first pair of questions in the SM were found to have no significant difference 
between response scores. These questions asked participants to indicate the extent to 
which they considered those in the music education and music performance career paths 
important. Both questions were scored highly by respondents with a mean of 6.3 (music 






significant difference between responses may provide positive evidence relating to the 
influence of music teachers in the lives of adolescent musicians found in extant literature 
(i.e., Bergee et al., 2001, Fredrickson & Burton, 2005; Parkes & Jones, 2011; Jones & 
Parkes, 2010; Rickels et al., 2013; Parkes & Jones, 2011; Jones & Parkes, 2010). 
Unfortunately, the appreciation for the importance of teachers demonstrated by these 
results did not align with a self-categorization in favor of the music education career path.  
The significant difference in DM scores, which also favored the music 
performance career path, is notable. When asked whether members of these career paths 
were excellent musicians, music performance scores had a mean of 6.3 (SD=1.0) and 
music education scores had a mean of 5.5 (SD=1.29). When asked to indicate their 
agreement with the statement that members of this group continued to grow artistically 
throughout their career path, participants responded to music performance with scores 
that had a mean of 6.7 (SD=0.8) and to music education with scores that had a mean of 
6.0 (SD=1.3). These statistically significant differences may reflect biases reported by 
researchers investigating college-aged musicians (i.e., Ellis, 1999; Bouij, 2004; Lesniak, 
2005; Austin et al., 2012; Conway et al., 2010; Gavin, 2012; Sieger, 2012; Albert, 2016). 
Tajfel and Turner (1979) established that self-categorization involved the comparison of 
one’s own group to other relevant groups, and “the aim of differentiation is to maintain or 
achieve superiority over an out-group on some dimensions” (p. 41). Artistic growth and 
level of musicianship have been identified as sources of bias among musicians at the 
post-secondary level in much of the research cited above. This study has also established 






officially entered these career paths in music. The presence of bias found in this study 
among adolescent musicians is both a statistically and professionally significant result. 
Unlike the SM and DM, the significantly different results of the RM favored the 
music education career path. Measures of this type were utilized by Tajfel (1981) to 
demonstrate that bias could be found amongst groups that were formed randomly, so it is 
somewhat surprising that the results of this measure were not in alignment with those of 
the DM. Hennessey and West (1999) and Tanti et al. (2011) adapted these measures to 
workplace environments, and asked participants to allocate resources to departments at 
their place of employment. Participants in both studies responded favorably to the 
measure and indicated that the activity was effective due to the realistic nature of the 
activity. In contrast, the participants in this study were not yet members of the groups to 
which they were asked to allocate resources–a factor that may have influenced the results 
of the RM. The allocation of resources in favor of the music education career path may 
also reflect evidence found in the SM of the influence of teachers in adolescent 
musicians’ lives. If participants superimposed music educators and music performers in 
their lives onto the career paths provided rather than their own identity, they may have 
felt hesitant to underfund the influential teachers in their lives in favor of professional 
performers.  
Participants in this study may have also been influenced by what Miksza and 
Hime (2015) refer to as a “common anecdotal assumption that finding work as a 
performing musician is more difficult than finding work as a music teacher” (p. 182). The 






the 2010 Strategic National Arts Alumni Project. Miksza and Hime found that recent 
graduates with degrees in music education earned higher incomes than those with degrees 
in music performance. Participant responses in the RM may have been influenced by 
their perception of relative pay levels for the music education and music performance 
career paths. If participants were aware of this assumption, their allocation of resources 
may also reflect a concern over the financial insecurity of a gig-based career in 
performance compared to a salaried career in music education.  
Of course, the allocation of resources may be the result of a degree of salience in 
the participants’ self-categorization. Abrams and Hogg (2010) stated that one aspect of 
salience was the extent that a social category was prominent in a person’s experience. 
Because these adolescents are not yet members of this career path themselves, their 
salience as music performers may not be established to a degree that they would allocate 
resources in their own favor. One final possibility is that this allocation of resources may 
represent a belief that in order to be a successful performer, one must struggle–but that 
there is nobility in that struggle. According to Lingo and Tepper (2013), this archetype of 
the struggling artist dates back to the 19th century, but a more highly perceived status 
continues to be granted to present-day artists who work solely for the sake of their art 
without economic motivation. Bartleet et al. (2018) point out that the romanticization of 
the “tortured artist” (p. 288) archetype also involves embracing struggles related to 
mental and physical health; issues that are also irrevocably linked to economic 
vulnerability. In terms of social identity development, the embrace of this archetype by 






“changing the values assigned to the attributes of the group, so that comparisons which 
were previously negative are now perceived as positive” (p. 43). If one of the perceived 
drawbacks of the music performance career path is financial instability, social identity 
theory suggests that in order to retain a positive self-image and hierarchical status, that 
negative attribute can be turned into a positive. Regarding the results of the RM, if 
financial struggle is a part of the journey, then these participants who self-categorized as 
music performers and differentiated against the music education career path may be 
acting in accordance with their social identity by embracing a financial hardship and the 
romanticized idea of the struggling artist.  
Research Question Two 
With the second research question, I asked what relationships existed between the 
characteristics of participants in this study and self-categorization, differentiation, and 
resource allocation related to the music education and music performance career paths. 
Multiple regression analysis resulted in statistically significant linear combinations of 
participant characteristics that could be used to model scores to the self-categorization, 
differentiation, and resource allocation measures. In the following sections, I will discuss 
implications of the results for each of the measures. 
Self-Categorization Measure  
Participant characteristics accounted for 9.6% of the variance in the model for SM 
scores. Grade level, performance setting, instrument, gender, private study, intention to 
study music, and median family income percentile all produced significant predictors of 






were likely to have lower SM scores. Evaluating both of these results that favor the music 
performance career path, it seems reasonable to assume that in terms of private study and 
progression through the high school years, time and exposure to performance have a 
significant effect on self-categorization that favors the music performance career path. 
The desire to major in music was also significant predictor for a self-categorization with 
the music performance career path. The differences in self-categorization between those 
who intended to study music with those who did not intend to study and those who were 
unsure were both statistically significant; however, it is interesting to note that those who 
were unsure remained more likely to self-categorization with the music performance 
career path. Of these predictors, only the intention to not study music predicted a self-
categorization with the music education career path. In the context of social identity 
theory, it would make sense that more time spent performing would increase salience in 
the music performance career path social identity. Bergee et al. (2001) found that most 
college music education majors decided their major in high school, especially during the 
junior and senior years. This was somewhat confirmed by Rickels et al. (2013), who 
found that most of the music education auditionees they surveyed decided to major in 
music in the 9th grade but specifically chose music education in the 11th grade. Although 
some researchers have explored the motivation to major in music performance (i.e., 
Parkes & Jones, 2011; Rickels et al., 2019), researchers investigating that career path 
have not identified the same need to inform recruitment practices as researchers 
investigating the music education career path. 






from membership in a choir, whose self-categorization was in alignment with the music 
education career path, to membership in an orchestra, which produced the strongest self-
categorization in favor of the music performance career path- though only membership in 
choir was a statistically significant predictor. Primary instrument was an area that 
produced two significant predictors. Both woodwind players and vocalists were 
significantly more self-categorized with the music performance career path than strings. 
Considering that 36.1% of respondents indicated that they performed in an orchestra, this 
instrument data may be a reflection of the respective roles in the orchestra, where string 
players perform as a section but woodwind players are more often soloists. Taken 
together with the strong music education self-categorization predicted by membership in 
choir, the tendency for vocalists to self-categorize with music performance seems 
counterintuitive at first glance, though it is important to remember that participants who 
indicated the voice as their primary instrument may have also indicated that their primary 
performing opportunity was as a soloist rather than as a member of a choral ensemble. 
In the model constructed by this multiple regression analysis, a participant who 
indicated they identified with the male gender would be predicted to self-categorize more 
strongly with the music performance career path that those who identified as female. This 
is not too surprising, given that Matthews and Koner (2017) found that more than 61% of 
the K-12 music teachers in their study identified as female. This statistic is in alignment 
with research by Pembrook and Craig (2002), who reported a 60:40 female to male ratio 
among music educators, and research by Elpus (2015), who found that 56% of those 






Thompson (2006) found that 56% of music teacher educators at the college level were 
male, indicating that unfortunately, those responsible for training music teachers do not 
reflect the entirety of the music education career path, but instead may reflect the typical 
percentages of university faculty writ large. One final variable served as a significant 
predictor of SM scores. In this study, as median family income increased, so too did the 
significant extent of self-categorization with the music performance career path.  
Based on this statistical model, the highest self-categorization score favoring the 
music education career path was predicted to belong to a female 9th grade string player 
with three or fewer years of private study but who sang in the choir, came from a family 
of modest means, and who did not want to major in music. The highest self-
categorization score favoring the music performance career path would be found in a 
male 12th grade vocal soloist with 10+ years of private study, who comes from a wealthy 
family, and who intends to major in music. Although this comparison may seem spurious, 
it does point to a sizable gap between these two career paths in music regarding the 
importance of financial aid and recruitment strategies, to name only two of many factors. 
Differentiation Measure  
Participant characteristics accounted for 8.0% of the variation in DM scores in the 
multiple regression model. Although there were nine significant predictors in the model 
for SM scores, the multiple regression of DM scores only resulted in five significant 
predictors. These statistically significant predictors belonged to the participant 
characteristics of grade level, ensemble type, and school type. Median family income 






Considering the foundational tenets of SIT, it was surprising that there were significant 
predictors of self-categorization that were not predictors of differentiation.  
The analysis of significant predictors of the DM model revealed a significant 
difference in predicted DM scores between 9th and 12th graders. The model predicted that 
9th grade musicians would score more than one point higher on the DM, making them 
less in alignment with a differentiation that favors the music performance career path 
than 12th graders. As with the increased likelihood of self-categorization with the music 
performance career path, the predicted higher level of differentiation in favor of the 
music performance career path makes sense, given the increased emphasis on 
performance in secondary music education found by scholars (i.e., Radocy, 2003; 
Riemer, 2012; Haning, 2016). Although the difference in predicted DM scores between 
9th and 12th grade is not as large as the difference between predicted SM scores, it was 
large enough to move the predicted score for 9th grade participants into a degree of 
differentiation that favors the music education career path.  
As was the case in the multiple regression model for SM scores, there was a 
significant difference between predicted scores of those identifying their primary 
performance opportunity as a soloist and those identifying performance with a choir. 
Again, the predicted DM scores of choir members was significantly higher than soloists 
and indicate a differentiation that favors the music education career path. Members of 
jazz and popular music ensembles differentiated even more strongly in favor of the music 
education career path than choir members. That adolescent musicians who chose the 






the music performance career path was not surprising. Jazz and popular ensemble 
membership acting as a significant predictor of DM scores that favored the music 
education career path was somewhat unexpected. Unlike choral singers, who usually 
perform as members of large sections with a focus on ensemble unity, jazz and popular 
ensembles typically have one musician on each instrument or some small sections, as in 
the case of brass sections of a jazz band. Additionally, the jazz and popular traditions 
typically involve far more solo performing and improvising in their compositional forms.  
 In the DM, median family income percentile again demonstrated a significant 
linear relationship with social identity amongst adolescent musicians. Though the beta 
value was lower than in regression model the SM, the relationship between a higher 
median family income percentile and a greater differentiation in favor of the music 
performance career path was still statistically significant.  
Attendance at a public school that was not Title-1 eligible was associated with a 
differentiation that favored the music education career path, and attending a public school 
that was Title-1 eligible was associated with a differentiation that favored the music 
performance career path. This is at odds with the significant median family income data, 
though it should be noted that private, homeschooled, and online students are included in 
that variable, in addition to public school students. Title-I eligibility is determined based 
on whether 40% of students in a school’s population is enrolled in a free or reduced lunch 
option (U.S. Department of Education, 2004). Jimenez-Castellanos (2010) conducted a 
case study comparing Title I eligible schools with schools that were not Title I eligible as 






Unfortunately, Jimenez-Castellanos found that the Title I eligible schools had far higher 
teacher turnover rates, administrator turnover rates, percentage of emergency credentialed 
teachers, and fewer applicants for open positions.  
Van der Klaauw (2008) examined the impact of Title I funding over nearly 20 
years in New York City schools. In addition to finding that there was little evidence of 
the effectiveness of the funding to positively impact student achievement. Of even greater 
concern were the author’s conclusion that Title I funding only accounted for an average 
of 5% of school budgets, and “the actual increase in average per-pupil expenditures 
associated with Title I eligibility may be even lower because state and local authorities 
appear to reduce their own funding for Title I schools relative to non-Title I schools” (p. 
33). Given the extent to which the educational system is failing to adequately address 
clear inequities, it should perhaps come as no surprise that these adolescent musicians 
would express a differentiation that was not in favor of the music education career path. 
Resource Measure 
Participant characteristics accounted for 6.8% of the variation in RM scores in the 
multiple regression model. That model resulted in four significant predictors, compared 
to nine for the SM and five for the DM. In addition to median family income percentile, 
the variable groups of grade level and intent to major in music contained statistically 
significant predictors.  
As reported in the previous chapter, the RM was the one measure that resulted in 
mean participant scores that favored the music education career path rather than the 






predicted to allocate fewer resources to the music education career path than 9th graders, 
though the amount allocated to the music education career path was still more than the 
amount allocated to the music performance career path. Interestingly, 10th grade 
participants were predicted to allocate resources significantly more in favor of the music 
performance career path than those in 12th grade. The direction of this linear relationship 
between the 12th and 10th grade was not seen in either the SM or the DM. This may be the 
result of any number of the factors discussed in previous sections, including the income 
disparity between the two fields (Miksza & Hime, 2015), influential relationship of 
teachers on adolescent musicians (i.e., Rickels et al., 2013; Parkes & Jones, 2011; Jones 
& Parkes, 2010), parental concern for financial security relative to these two fields, view 
of the music education career path as a safe option for performers, or a lack of realism to 
these adolescent participants in contrast with what was found in the studies of working 
professionals from which the measure was adopted (Hennessey & West, 1999; Tanti et 
al., 2011).  
As was the case in the model for SM, the multiple regression of RM scores 
indicated a significant difference between predicted RM scores of participants who 
intended to study music compared to predicted RM scores of participants who did not 
intend to study music. This linear relationship indicated that those who did not intend to 
study music could be predicted to allocate resources more in favor of the music education 
career path than those who did intend to study music. Finally, an increase in median 
family income percentile predicted an allocation of resources that favored the music 






performer more than the music educator in the scenario. This may also indicate an 
embrace of the struggling artist archetype discussed earlier in this chapter. However, a 
comparison of standardized beta values of median family income percentile for all three 
measures indicates that the DM has the strongest linear relationship with median family 
income, followed by the RM, and finally the SM. Although participants who identify 
with the music performance career path may be willing to embrace the financial 
hardships associated with it, data from this study also indicates that they may have little 
first-hand experience with financial struggles. The higher socioeconomic status 
experienced during adolescence may also provide financial security during and after 
undergraduate study that minimizes the risk of financial struggle associated with the 
music performance career path. 
Conclusions 
 The demographic characteristics of participants in this study supported themes in 
extant research regarding characteristics of adolescent musicians. The distribution of 
Median Family Income percentile was skewed strongly towards the upper end of income, 
and of the respondents who attended public school, fewer attended Title I eligible schools 
than the national average, supporting research that points to a higher level of affluence 
among adolescent musicians. Gender and intention to study music were also more 
reflective of demographic characteristics found in research involving adolescent 
musicians than national averages.  
In general, adolescent musicians in this study saw themselves as members of the 






also demonstrated a willingness to differentiate against the music education career path, 
and showed a statistically significant bias regarding music educators’ perceived level of 
musical ability and capacity for musical growth, though the self-categorization and 
differentiation results were somewhat confounded by the allocation of resources in favor 
of the music education career path. 
Four main findings emerged that were based on the multiple regression analysis 
of the participants self-categorization, differentiation, and allocation of resources: 
- Responses from 12th grade musicians were more aligned with the music 
performance career path and against the music education career path than 9th 
grade musicians. 
- An increase in Median Family Income was associated with a greater 
alignment with the music performance career path and against the music 
education career path. 
- Participants who identified the role of soloist as their main performance 
setting were more likely to align with the music performance career path when 
compared to those who identified the choral ensemble as their main setting. 
- Participants who intended to major in music were more likely to have a social 
identity in alignment with the music performance career path than those who 
did not intend to major in music. 
The first two of these findings are supported by data from all three measures, while the 
last two themes are supported by data from two of the three measures. As the only 






with the passage of time (i.e., years of private study and intent to major in music), the age 
effect found via regression analysis may support the conclusion that increased exposure 
to performance-based music opportunities contributes to the emergence of bias against 
the music education career path. While the lack of associations between grade level and 
Median Family Income percentile or student-teacher ratio rules out the possibility that the 
10th grade responses to RM (in which they allocated a larger amount to the performer 
than the 12th grade respondents) were driven by socioeconomic status, these responses are 
an interesting but inexplicable anomaly. 
Extant research has shown evidence of these biases in college and conservatory 
schools of music, and their existence among adolescent musicians should be a concern 
for K-12 music educators and collegiate music teacher educators. To the best of my 
knowledge, the significant involvement of school grade, socioeconomic status, 
performance setting, and intention to major in music in the biases of adolescent musicians 
is new data. Results of the RM conflicted with results of the SM and DM; however, 
regression of demographic characteristics showed consistency among all three measures, 
indicating that the RM results might have been impacted by the scale or some other 
structural aspect in the design of the measure, or reflect a limit to the impact of 
differentiation that falls short of financial impact.  
Although this information sheds light on the presence of these biases, it does not 
provide direction in how to reduce their presence. It is possible that these biases and 
themes may be a result of the centrality of performance in K-12 music education. 






maxim attributed to George Bernard Shaw that those who can, do; those who can’t, teach.  
Study Limitations 
 Aside from shaping how the sample for this study was formed, the overall impact 
of COVID-19 on the decision-making and attitudes towards pursuing either of these 
career paths in music is unknown. As both of these career paths typically require at least 
the completion of an undergraduate degree, some adolescent participants may have felt 
confident that the United States will be post-pandemic by the time they graduate and 
continue into the workforce associated with their music career path, but other students 
may have been reticent to enter either of these career paths based on their attitude 
towards the alterations to their music education they have experienced as students during 
the pandemic. Many participants in this study had future performance opportunities 
cancelled including summer camps, festivals, performance tours, and honors ensembles. 
Considering these cancellations alongside the centrality of performance in K-12 music 
education, these adolescents have experienced a decrease in performance activities that 
may be fairly similar to that of musicians who have progressed farther along the music 
performance path. It is very possible that the knowledge that public performance of music 
has been halted and the cessation of their own performance activities may have 
influenced their assessment of these career paths in music. It will be years until we 
understand the full impact of the COVID pandemic on the career path aspirations of 
adolescent musicians. 
 The five music education questions and five music performance questions that 






differentiation, participants were asked to respond to prompts designed to reflect biased 
beliefs about the musical career paths of performance and education. To reduce 
confusion, these prompts based on biases were also positively worded–a combination of 
circumstances that made DM less symmetrical than the SM. Specifically, the fourth pair 
of DM statements (“music educators enjoy working in front of others” and “music 
performers enjoy working/practicing alone”) were less symmetrical than the other pairs 
in this measure. I had hoped to highlight the large amount of work and time committed to 
solitary practice by music performers in preparation for performances which, in 
comparison to the amount of time in performance, accounts for a small percentage of 
their overall work time. A more symmetrical prompt to pair with the solitary nature of 
practice might have pertained to the similarly solitary act by educators of preparing 
lesson plans; however, it may be inaccurate to suggest that lesson planning is as time 
consuming for educators as practicing and rehearsing is for performers. Although it is 
unknown whether or not the asymmetry of this question pair impacted results, continued 
refinement or replacement of this question pair may be beneficial to the integrity of future 
survey results. 
 I have also considered the practical validity of the RM, which produced scores 
that were somewhat inconsistent with the SM and DM. One issue that may have affected 
these results was the introduction of a third musical career path (music administration) 
into the participants’ perception. The survey asked participants to imagine they were a 
music administrator, and their social identity may have been impacted by this request to 






participants to assign scholarship dollars to undergraduate applicants who possess equal 
qualifications and potential for success in their chosen career path. Scholarships and 
financial aid may be more immediate and relevant to adolescent musicians than salaries 
are, which might reduce any possible impact of the music administrator role. 
It is also possible that the salaries resulting from the given budget may have 
contributed to a lack of practical validity for participants. According to Miksza and Hime 
(2015), music education graduates earn more income and have a greater level of 
satisfaction with their level of income than music performers. The extent to which 
adolescent musicians are aware of this is unknown, but it may have impacted their 
responses. Also, the total dollar amount may have created an unrealistic situation for 
participants. Miksza and Hime found that 15.0% of music performance degree graduates 
reported income between $40,000 and $60,000, compared to 33.1% of music education 
degree graduates. 24.3% of music performance degree graduates reported incomes 
between $20,000 to $40,000, compared to 42.4% of music education graduates. A similar 
amount of each group reported income higher than $60,000, 46.2% of music performance 
graduates reported earning less than $20,000, compared to only 14.1% of music 
education graduates. Considering these results, the division of a total budget of $100,000 
between a music educator and music performer may have represented an unrealistically 
high amount to the participants. The consistency of regression predictors between the RM 
and both of the other measures may also support these conclusions. Future iterations of 
this measure might consider adjusting the budgeted amount or assessing participants’ 






amounts with their proposed salaries. 
Implications for the Music Education Profession 
 This study has identified evidence of self-categorization, differentiation, and bias 
related to career paths in music among adolescent musicians. One of the main tenets of 
social identity theory is a possibility for mobility within a hierarchical social structure. 
Tajfel provided examples of remedies often employed by out-groups to improve their 
status. It may be useful to evaluate whether any of the strategies in social identity theory 
might be employed in order to provide relief to those who are committed to the music 
education career path and encourage adolescent musicians to consider the music 
education career path. Henri Tajfel developed social identity theory in order to explain 
the nature of intergroup conflict and the role of social identity in an individual’s sense of 
self. One critical component of the theory is a group’s ability to redefine the terms of 
engagement with other groups. This component is utilized by groups to preserve and 
improve the self-esteem of its members. Tajfel and Turner (1979) suggested several 
possible avenues for this redefinition: changing the nature of the comparison between 
groups, changing the way a comparative element is judged, choosing another group to 
compare with, or direct conflict. According to Tajfel and Turner, direct conflict between 
teachers or students associated with these two career paths in music would most likely 
end in antagonism and ultimately provide little relief. Choosing another group to compare 
with might be possible, though it would be a challenge to find an out-group with greater 
relevance to the music education career path than the music performance career path. 






during adolescence and at the undergraduate level. Another option provided by Tajfel and 
Turner involves changing the nature of the comparison between groups. In the context of 
these two musical career path groups, it might be possible to shift the focus from 
perceived musical accomplishment to differences in financial security and income; 
however, Tajfel and Turner note that this strategy is likely to increase tension as it 
threatens the elevated hierarchical status of the music performance career path group.  
The remaining strategy suggested by social identity theory involves an adjustment 
to the way comparative elements are judged between groups. Conway et al. (2010) found 
that music education students “often experienced frustration with the fact that their efforts 
and accomplishments were not as visible on campus as those of performance majors” (p. 
266). This difference in judgement could be alleviated by finding ways to celebrate 
teaching accomplishments in equal measure with performance accomplishments. Given 
the extent of influence that the centrality of performance has in schools of music found in 
existing research, though, adjustments to the ways in which music education students are 
celebrated may not be enough. Financial aid support for students in these two groups 
could be made more equitable, and the members of both faculty groups could be engaged 
in a conversation to redefine the admission process and addresses what an excellent 
music student in either career path is and could be. Department budgets to support 
visiting guests and other resources could be more equitable, and faculty publications 
could garner as much pomp and circumstance as a faculty recital. Unfortunately, many of 
these changes would result in direct conflict over the limited resource of a budget amount 






and tension.  
These are meaningful changes that would have a tremendous impact on music 
students in higher education. However, it is doubtful that any of these suggestions would 
directly impact adolescent musicians like those who participated in this study. The results 
of this study suggest that bias against the music education career path is not centered 
around higher education, nor only found in the culture of some undergraduate programs. 
Rather, bias was found to an increasing extent as adolescents moved towards 12th grade. 
Bias was also found in connection with the decision to study music after high school, 
socioeconomic status, and access to private study. Taken together, the results of this 
study point to an urgent need to address this issue at a much earlier point in an 
adolescent’s musical education.  
Although it may require a shift away from the centrality of performance in K-12 
music education in order to disrupt the conditions that may be contributing to the bias 
found in this investigation, more immediate steps might also decrease the extent and 
impact of this bias. Music educators in both public and non-profit institutions should 
continue to develop strategies that direct scholarship funding towards those who need 
financial assistance rather than only to those who demonstrate the most proficiency, or 
the gaps described by Koza (2009) in affluence and access will only continue. Abril and 
Elpus (2011) found that that students in the highest socioeconomic quartile were 1.71 
times more likely to participate in their school music program, and suggested that this 
disparity might be addressed by reducing or removing financial obstacles to participation 






Porter et al. (2017) found that 21% of surveyed music educators actively 
discouraged students from considering a career in music education, in addition to a third 
of respondents who were unsure if they would encourage a student to consider the career. 
Given the influence of high school music teachers found by researchers (i.e., Thornton & 
Bergee, 2008; Bergee et al., 2001), it is essential that music educators be positive 
advocates and encourage adolescent musicians to consider all career paths, not only 
performance. An important aspect of this advocacy might be more transparent 
communication about pedagogy. For example, if teachers communicated to students their 
rationale for choosing an activity or repertoire, or the reason an instructional strategy was 
successful, the nature and value of a music educator’s work might be more visible to 
adolescent musicians. In addition to encouraging students to consider the pursuit of the 
music education career path music educators may provide opportunities for students to 
gain insight into the career path through leadership and teaching opportunities. Peer 
mentoring may provide this opportunity for students to have socialization experiences in 
music education, though unlike active encouragement, peer mentoring requires a 
commitment of time from educators. However, Goodrich (2018) reviewed research on 
peer mentoring and suggested that the benefits of these opportunities outweigh significant 
amount of time to organize and support them. As this study found that 9th grade students 
were more likely than 12th graders to self-categorize and differentiate in favor of the 
music education career path, teachers organizing peer mentorship programs might 
consider pairing younger high school students with middle-school students in order to 






might also consider encouraging prospective music educators during the 9th and 10th 
grade, as Bergee et al. (2001) found that the decision to major in music was made by 11th 
or 12th grade.  
The participants in this study who performed primarily in jazz and popular music 
differentiated in favor of the music education career path. Kruse (2014) found that the 
previous performing experiences of preservice music teachers was predominantly in 
classical music, and became more so upon entry into their undergraduate studies. In both 
past performing and current performing experience, jazz was a distant second, and 
although participants in Kruse’s study reported listening habits that included popular 
genres, they also ranked pop, rock, and hip-hop/rap “lower in terms of appropriateness 
for school music” (p. 9). If this represents the typical music education students’ 
experience, students engaged in these musical genres may represent a previously 
untapped opportunity for the recruitment of future music educators. Furthermore, the 
preeminence of classical music at the undergraduate level–seen in the attitudes of 
preservice music educators in research by Kruse–may also be contributing to a lack of 
diversity amongst music educators. Koza (2009) pointed to auditions requirements for 
perspective music educators that value the performance of classical music and “discount 
genres having deep roots in non-White musical traditions and, more importantly, reject 
the styles and genres that non-White people in the United States currently are more likely 
to enjoy” (p. 88). As the music education profession seeks to grow in its inclusiveness 
and diversity, students who perform primarily in jazz and popular idioms may represent 






Regardless of the genre of music present in the classroom, our community of 
scholars and practitioners must work together to ensure that students are not just being 
taught to perform, but are taught through performance. Although there are ongoing but 
long-overdue efforts to increase access for a greater diversity of participants and more 
representative experiences in K-12 music education, this study demonstrates an 
additional dimension of these inequities. In addition to these efforts, the decentralization 
of performance may dilute the biases that impact the perceptions of career paths by 
adolescent musicians and contribute to the continued vitality of music education. 
Implications for Social Identity Theory 
 Social identity theory is already a well-established theoretical framework within 
the realm of social psychology. As it has been put to use in a number of other fields, it is 
my hope that it will be found useful to researchers who may wish to explore other 
relevant issues in music education through the lens of social identity theory. The results 
and conclusions of this study support and add evidence for social identity theory. 
Although it is certainly the curse of doctoral candidates to see their theoretical framework 
in everything they encounter, I believe that this theoretical framework might help to 
provide invaluable insight into the relationships between music teachers and their 
students, the perception of hierarchy among the grade levels of music teaching position, 
and music teacher burnout. Furthermore, music teacher educators might consider adding 
an introduction to social identity theory into educational psychology courses. My own 
exploration of social psychology at large, and social identity theory in particular, has 






groupings and developing social identities present in a school environment. 
 For social scientists in general and social identity researchers in particular, music 
is a rich world of social interactions, layered hierarchies, and group conflict that should 
be studied further. Although North and Hargreaves (1999) identified musical taste as a 
signifier of social identity, the dimensions of multiple career paths along with societal 
myths regarding talent and ability surrounding those who study music would provide an 
abundance of research opportunities. Finally, I hope that this research encourages greater 
interest in the adolescent development of social identity and the impact of external factors 
such as the college application (and auditions, as is the case for music and other 
performing arts) and declaration of a major on that development.  
Directions for Future Research 
 The purpose of this study was to explore the presence of social identities related 
to the career paths of music performance and music education among adolescent 
musicians, and whether biases regarding these career paths in music were a feature of 
these social identities. In addition to the hope that the line of inquiry of this study might 
continue through replication, there are also some next steps that might be taken to propel 
a conversation about adolescent social identities and their relation to career paths in 
music even further.  
Future iterations of this survey might deploy different measures to assess 
socioeconomic status. As this study focused on an adolescent population, this was a 
particular challenge in the design of this study, as adolescents are not necessarily in a 






adolescents do exist, including the Family Affluence Scale. This scale measures 
socioeconomic status by asking adolescents to report the presence of certain appliances 
(i.e., cell phone, laundry, etc.), the number of cars for the family, regularity of vacations, 
and more; though Haratley et al. (2016) pointed out that they must be adjusted in each 
locale in order to “take account of the economic, technological and social changes which 
are afoot, and be refined accordingly” (p. 244). Unfortunately, there was not a recently 
validated Family Affluence Scale adapted for use in the United States when I was 
designing this study, though that would have lengthened the survey and may have 
contributed to a lower response rate. As a result, this study relied on reported zip code of 
residence and school name (used to identify student to teacher ratio and Title I 
eligibility), measures that assessed the mean socioeconomic status of the geographic area 
or school of the participant. This survey and others following this line of inquiry might 
benefit from a measure that more directly reflected the socioeconomic status of the 
participant. 
 It is important that any future research following this line of inquiry collect race 
and ethnicity data as a part of participant characteristics. Elpus and Abril (2019) showed 
a clear link between socioeconomic status and the racial/ethnic background of 
participants in school music ensembles. Elpus (2015) found that White music teacher 
licensure candidates were overrepresented compared to nationwide averages. Not only 
does the inequality in socioeconomic status and subsequent gap in participation levels 
mean there is less diversity among those who participate in school music, it also leads to 






demonstrated a significant linear relationship between median family income percentile 
and self-categorization, differentiation, and resource allocation. Unfortunately, these data 
were not able to be connected to this larger and more important discussion. In retrospect, 
it was an oversight not to take advantage of the opportunity to gather those data and 
consider these issues through that lens.  
 To align the research questions and study design in this study, I subtracted 
performance scores from education scores in order to obtain a SM, DM, and RM score 
for each participant. This procedure for responses was also used in the studies after which 
these measures were modeled (Brown et al., 1986; Tanti et al., 2011; Hennessey & West, 
1999). It is possible that regression analysis of an aggregation of all or some of these 
scores, a combination of all the performance or education scores from all measures, or the 
individual performance and education scores from all three measures might yield 
additional significant results and provide an opportunity for interpretation at a more 
granular level.  
Researchers may want to expand the scope of this quantitative inquiry in 
subsequent studies. A longitudinal study might investigate further the age effect found in 
this study from 9th to 12th grade. Further, a study involving musicians who are middle 
school-age or younger might further clarify a point of origin for the bias documented in 
this study. It may also illustrate the influence of more general music experiences than 
performance-based ensembles, or highlight the impact of those who tend to teach music 
to these students–teachers who are often more likely to be female. Insight into the degree 






career paths could be studied through a comparison of the data from this study with data 
collected from undergraduate music students. A study could focus on gathering data from 
adolescent musicians who are engaged in some of the activities associated with primary 
socialization in the music teaching profession (i.e., leadership, conducting, sectionals, 
future music teacher organizations) for comparison with this survey. Researchers may 
also wish to include finer distinctions within these career paths in music to assess the 
perception of teaching various grade levels, ensemble-based classes, private studio 
instruction, or general music. The perceptions of music performers could be studied at a 
more granular level by instrument, genre, and other areas of distinction. Researchers may 
consider a wider range of career paths in music beyond music performance and music 
education, and include career paths such as church music, composition, or history. 
Although this study has indicated the strong presence of a social identity oriented around 
the music performance career path, students who did not strongly align with either of the 
dichotomous choices presented to them might be better represented in a more inclusive 
research design. 
 Finally, further studies of this phenomenon might also consider utilizing a 
qualitative approach to explore the perception of these career paths in music amongst 
adolescent musicians. The opportunity to interview adolescent musicians about their 
perceptions of these career paths in music, biases, and their implications may provide a 
richer understanding of the data produced by this study. Brand and Dolloff (2002) invited 
music education students in China and North America to draw teachers in order to study 






exercise of this type might provide invaluable insight into the way these two career paths 
in music are seen by those who may be considering them for themselves. It may also be 
beneficial to ask adolescent musicians about influential music educators and performers 
in their lives to better understand who is contributing to their stereotypical perceptions of 
these career path groups during the processes of self-categorization and differentiation. 
Other quantitative designs including interviews, focus groups, and more open-ended 
questions may also provide a richer context for this topic of inquiry. 
Final Thoughts 
 The results of this study hopefully will begin to dispel the myth that reported 
experiences of bias and stigma among music education students are isolated incidents 
particular to any one school’s culture, or that they are only found in higher education 
institutions. The main finding of this study is that these biases exist among adolescent 
musicians, possibly encouraged by the centrality of performance that is pervasive in K-12 
music education. Adolescent musicians see themselves as performers and develop 
negative views of those pursuing the music education career path before they fill out an 
application, declare a major, or enter the professional workforce. In addition to increases 
in age, a higher median family income consistently predicted a social identification with 
music performance and a differentiation against music education. Unfortunately, the role 
of socioeconomic status in this study barely scratches the surface of the profound 
disparities of affluence and access in music education and music performance. 
 Differentiation, bias, and stereotyping are recognized as natural results of social 






who have them. Researchers (Conway et al., 2010; Gavin, 2012; Sieger, 2012; Albert, 
2016) have explicitly shared the negative impact of this bias on the experiences of 
collegiate music education students, but what impact does this bias have in the lives of 
the adolescents included in this study? Perhaps for some, it may drive them to practice 
and achieve more as performers out of a fear of having to become a teacher–and we will 
all celebrate the artistry of their performances. It may be just as likely that some will 
never have the opportunity to inspire a classroom of young students through music 
education because they believed that entering that career path would represent the end of 
their artistic growth. Do these outcomes justify the centrality of performance in K-12 
music education?  
Many music educators have long advocated for a vision of music education that 
did not embrace so enthusiastically the centrality of performance, and yet it persists. To 
describe this issue of centrality, Regelski (2012) used the term “musicianism: a tendency 
to place musical choices and values before or above educational options and value–
especially in situations where the latter, viewed from other pragmatic and ethical 
perspectives, might well deserve equal or even more weight” (p. 21). An analysis of 
responses from the adolescent musicians in this study might support the idea that the 
centrality of performance and musicianism in music education may also contribute to a 
social identity more strongly associated with performance. A consequence of this social 
identity may be bias during adolescence in favor of the career path of music performance 
and against a career path in music education. Music educators in all settings might benefit 






adolescent musicians. A philosophy and practice that is responsive and reflective of not 
only all students, but of all career paths in music might positively influence the next 









(Emailed to potential participants) 
Hello!  My name is John Bragle, and I am a doctoral candidate in Music Education at 
Boston University.  As a part of my degree, I am conducting a study of adolescent 
musicians that is examining the development of social identities as they relate to musical 
career paths. I received your email through your participation in an honor ensemble, 
music camp, or membership in a music organization, and would greatly appreciate having 
your perspectives included in this study! 
 
Participation in this study involves the completion of an online survey that takes less than 
10 minutes to fill out.  You can stop taking the survey at any time. 
 
If you are interested in helping with this study, please click on the following link to learn 











The purpose of this research study is to understand the ways in which high school 
musicians create a sense of themselves and their peers through their participation in music. 
 
Participants who take part in this research study will be in this research study less than 10 
minutes, during which time they will only engage with this website. 
 
Participants taking part in this study will answer several questions using an online survey 
tool.  
 
The risks of taking part in this research study are associated with feelings of anxiety that 




Please read this form carefully. The purpose of this form is to provide you with important 
information about taking part in a research study. If you have any questions about the 
research or any portion of this form, please ask us. Taking part in this research study is up 
to you. If you decide to take part in this research study we will ask you to sign this form. 
We will give you a copy of the signed form. 
 
The person in charge of this study is John Bragle, a doctoral student at Boston University. 
The advisor for this study is Dr. Diana Dansereau, who can be reached at drd1@bu.edu.  
John Bragle can be reached at bragleja@bu.edu. We will refer to this person as the 
“researcher” throughout this form.  
 
What should I know about a research study? 
Participation in research is voluntary, which means that it is something for which you 
volunteer. It is your choice to participate in the study, or not to participate. If you choose 
to participate now, you may change your mind and stop participating later. If you decide 
not to participate, that decision will not result in any penalty or loss of benefits to which 
you are otherwise entitled.  
 
Why is this study being done? 
The purpose of this study is to examine the development of social identities associated with 
various musical career paths among adolescent musicians.  
 
We are asking you to take part in this study because you are an adolescent musician who 
participated in a honors musical ensemble, a music camp, or are a member of a student 






About 500–1000 participants will take part in this research study.  
 
Participation requires the completion of a survey. 
 
Who is Funding the Study?  
The study is neither funded nor sponsored.   
 
How long will I take part in this research study? 
We expect that you will be in this research study for the duration of the survey, which is 
less than 10 minutes, and may be stopped at any point. 
 
 
What will happen if I take part in this research study? 
If you agree to take part in this study, we will ask you to indicate your consent before we 
conduct any study procedures. 
 
The study consists of the completion of one survey, located entirely on one website, hosted 
by Qualtrics.  The survey involves answering several questions about your view of yourself 
in relation to possible musical career paths, and some demographic information. 
Participation in the study may be stopped at any time by exiting the survey.  This study 
requires no follow-up contact, and participants can request to see the final documentation 
of the research.   
 
What are the risks of taking part in this research study? 
You may feel emotional or upset when answering some of the questions.  As this survey is 
taken online, you may pause or stop filling the survey out at any time. 
 
You may be uncomfortable with some of the questions and topics we will ask about.  You 
do not have to answer any questions that make you feel uncomfortable. 
 
Loss of Confidentiality 
The main risk of allowing us to use and store your information for research is a potential 
loss of privacy. In order to protect your privacy, no identifying information will be 
collected during the survey, and all identifying electronic information including IP address 
and location will never be available to the researcher.  
 
Are there any benefits from being in this research study? 
You may or may not benefit from taking part in this study.  Possible benefits include may 
include gaining clarity regarding your potential career paths through the thoughtful 
consideration of the survey questions.  Ohers may benefit in the future from the information 








What alternatives are available? 
You may choose not to take part in this research study. 
 
Study Participation and Early Withdrawal 
Taking part in this study is your choice.  You are free not to take part or to withdraw at any 
time for any reason. No matter what you decide, there will be no penalty or loss of benefit 
to which you are entitled. If you decide to withdraw from this study, the information that 
you have already provided will be kept confidential. 
 
How Will You Keep My Study Records Confidential? 
We will keep the records of this study confidential by removing IP addresses from the data 
set and assigning you a random identifier. We will make every effort to keep your records 
confidential However, there are times when federal or state law requires the disclosure of 
your records. 
 
The following people or groups may review your study records for purposes such as quality 
control or safety: 
• The Researcher and any member of their research team 
• The Institutional Review Board at Boston University. The Institutional Review Board 
is a group of people who review human research studies for safety and protection of 
people who take part in the studies. 
• Federal and state agencies that oversee or review research 
 
The study data will be stored on a password protected external hard drive that will be 
connected to a password-protected computer located in a locked office in a keycard-
controlled building, or in a locked office at the Principal Investigator’s residence, which is 
located .4 miles from said building.   
 
The results of this research study may be published or used for teaching. We will not 
include identifiable information on data that are used for these purposes. 
 
Will I get paid for taking part in this research study?   
We will not pay you for taking part in this study. 
 
What will it cost me to take part in this research study? 
There are no costs to you for taking part in this research study. 
 
Who do I ask if I have questions or concerns about this research study? 
Please call us with any concerns or questions about the research, or any research-related 
problems:  
John Bragle, a doctoral student at Boston University – bragleja@bu.edu 






If you have questions about your rights as a research participant, or if you have any 
complaints or concerns and want to speak with someone independent of the research team, 
you may contact the Boston University Charles River Campus IRB at 617-358-6115. The 
IRB Office webpage has information where you can learn more about being a participant 
in research, and you can also complete a Participant Feedback Survey. 
 











Q1.1 Please provide the zip code you live in: 
Q1.2 Please provide the name of the school you attend: 
Q1.3 Please select the category that best describes your gender: 
Female 
Male 
Non-binary/ third gender 
Prefer not to say 
Prefer to self-describe: 












































Popular Music Ensemble 
Q1.7 Have you studied this instrument in private lessons? 
Yes 
No 
Q1.8 (if answered yes to Q1.7) How many years have you studied this instrument in 
private lessons? 











The following 20 questions will be answered using the following scale: 
1 2 3 4 5 6 7 








Self-Categorization Measure (SM) 
Q2.1: I am a person who considers those in the Music Education career path important. 
Q2.2: I am a person who identifies with the Music Education career path. 
Q2.3: I am a person who feels strong ties with the Music Education career path. 
Q2.4: I am a person who is glad to belong to the Music Education career path. 
Q2.5: I am a person who sees myself as belonging to the Music Education career path 
Q2.6: I am a person who considers those in the Music Performance career path important. 
Q2.7: I am a person who identifies with the Music Performance career path. 
Q2.8: I am a person who feels strong ties with the Music Performance career path. 
Q2.9: I am a person who is glad to belong to the Music Performance career path. 
Q2.10: I am a person who sees myself as belonging to the Music Performance career 
path. 
Differentiation Measure (DM) 
Q3.1- Music Educators are excellent musicians. 
Q3.2- Music Educators intend to teach because they love sharing music with others. 
Q3.3- Music Educators enjoy working in front of others. 
Q3.4- Music Educators intend to teach because they love teaching students. 
Q3.5- Music Educators continue to grow artistically. 
Q3.6 - Music Performers are excellent musicians. 
Q3.7 - Music Performers intend to perform because they love sharing music. 






Q3.9 - Music Performers intend to perform because they love performing for their 
communities/audience. 
Q3.10 - Music Performers continue to grow artistically 
Resource Measure 
 
Imagine that you are in charge of a successful arts organization, and one of your duties is 
to determine the pay of your employees.  If you had a total of $100,000 to pay a full-time 
music educator and a full-time music performer for a year’s worth of equitable work, 
how would you budget that money? 
 




Full-time Music Performer Salary:  $ ___________________ 
 
(please check to ensure that these two numbers add up to the budgeted $100,000) 
 
Final Question 














Institutional Review Board Approval 
 
Charles River Campus Institutional Review Board 
25 Buick Street, Room 157 
Boston, Massachusetts 02215 
T 617-358-6115 / www.bu.edu/irb 
 
Notification of IRB Approval:  Expedited Review 
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855 Commonwealth Ave 
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Protocol Title: Musical Career Paths and Social Identity Among Adolescent 
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with 45 CFR 46.110.   
 
This approval includes a waiver of the elements of informed consent in accordance with 45 CFR 46.116(d). 
 
In accordance with 45 CFR 46.404 and 46 CFR 46.408, the IRB determined that the research did not involve 
greater than minimal risk 
 
This approval includes the following:  
1. Enrollment of 500-1000 high school students 
2. Recruitment Letter/Assent script  
3. Survey Questions 
 
As the Principal Investigator, you are responsible for ensuring that studies are conducted in accordance 
with federal regulations, state laws, and institutional policies. As such please note: 
• No participants may be involved in study procedures prior to the IRB approval date or after the 
expiration date. 
• All unanticipated problems or serious adverse events must be reported to the IRB immediately. 
• All protocol modifications (including recruitment methods and materials) must be approved by the IRB 
prior to implementation unless they are necessary to eliminate immediate hazard to subjects. 
• All protocol deviations must be reported to the IRB. 
• For new studies using drugs and devices and new Investigators, a QI visit will be scheduled. 
• Please submit a Continuing Review Application eight weeks prior to the expiration of your study.  
• Per Boston University guidelines, in-person interactions with research participants may occur only after 
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